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WHAT TEACHERS SAY VERSUS WHAT THEY DO: EXAMINING THE 
RELATIONSHIP OF TEACHER DISPOSITIONS AND TEACHER BEHAVIORS AS 
IT IMPACTS LEARNING ENVIRONMENTS. McKeown, Carrie Phillips, 2021: 
Dissertation, Gardner-Webb University.  
When focusing on the teacher as the key variable in the classroom, professional 
dispositions are the greatest factor impacting student achievement (Diez & Raths, 2007; 
Haberman; 2004; Marzano; 2001). The intent of this study was to answer three questions: 
What professional dispositions impact student success in the learning environment as 
measured by North Carolina End-of-Grade Assessments (NCFE) data? What observed 
behaviors do effective practicing teachers demonstrate that stimulate student success as 
measured by NCFE data? To what extent do observed behaviors correlate between 
teacher self-professed dispositions and observations of an administrator? A key element 
was whether dispositions teachers indicated they demonstrated correlated to dispositions 
observed in the classroom. Participants included eight secondary teachers from a public 
school in central North Carolina. This was a mixed methods study merging the following: 
quantitative data from observations and student NCFE scores; and qualitative data from 
written response questions, a focus group session, and phenomenological research data. 
Data were collected through observations from me and an assistant principal, teacher 
self-assessments, and the participants' self-professed dispositions. Pearson's correlation 
coefficient indicated a relationship existed between EDA administrator observations and 
student achievement. A moderate, positive correlation also existed between higher 
performing self-professed teacher behaviors (composite of written, focus group, and 





correlations indicated that a relationship existed between the higher performing self-
professed teacher behavior composite and student achievement. Effective oral 
communication, professionalism, and preparedness for teaching and learning emerged as 
key dispositions, above the mean, impacting student success.  
 Keywords: beliefs, dispositions, effective teachers, dispositional behavior, 
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Chapter 1: Introduction  
For many years, teacher quality and effectiveness focused on two factors: teacher 
knowledge of curriculum and teacher possession of the skills to help children learn (Fives 
& Gill, 2015); yet achievement gaps, students scoring below proficiency levels, and low-
performing schools continue to be of significant concern in the United States (Public 
Impact, 2018). A third key factor, essential to understanding professional principles, is 
often overlooked and should be considered if educators are to have a significant positive 
impact on decreasing achievement gaps, improving learning proficiency, and establishing 
consistently high-performing schools. It involves a complex structure more reflective of 
the context of teaching and learning than is typically regarded. This key factor relates to 
teacher dispositions, defined as the professional attitudes, values, and beliefs 
demonstrated through both verbal and nonverbal behaviors as educators interact with 
students, families, colleagues, and communities (Simpson, 2011; Thornton, 2006). Diez 
and Raths (2007) believed addressing knowledge, skills, and dispositions as synergistic 
operations was more effective than perceived as independent functions.  
Over the last 50 years, plans have been designed to improve educational outcomes 
for all students, close achievement gaps, increase equity and equality, and improve the 
quality of instruction such as the Elementary and Secondary Education Act (ESEA) 
enacted in 1965, the No Child Left Behind Act (Paige, 2002) enacted in 2001, and most 
recently, the Every Student Succeeds Act enacted in 2015 (ESSA; U.S. Department of 
Education, n.d.). Those actions highlighted the requirement that all students be held to 
high academic standards to ensure progress and provide support as needed regardless of 




Efforts to address the achievement gap and execute the actions designed to improve 
educational outcomes focused on several studies which examined teacher effectiveness, 
preparation, certification, characteristics, and beliefs. When researchers focused on the 
key variable in the classroom‒the teacher‒they found (regardless of high-performing or 
low-performing schools) professional dispositions were the greatest factor impacting 
student achievement (Diez & Raths, 2007; Haberman; 2004; Marzano et al; 2001). These 
researchers reported that some potential causes for low-performing students were related 
to teacher beliefs about students coming from low socioeconomic status situations. These 
students were perceived as not being as capable of learning or of achieving high success 
(Schmid, 2011). Schmid (2011) also stated other causes related to student low 
performance included being assigned to classes led by noneffective teachers, minimal 
parent education, lack of effective teacher training, and minimal levels of experience.  
Haberman (2004), a Professor Emeritus of Curriculum and Instruction at the 
University of Wisconsin-Milwaukee School of Education and founder of The Haberman 
Educational Foundation, studied teacher beliefs and dispositions. Haberman found 
untenable teacher professional dispositions were affecting the performances of their 
students’ success (Haberman, 2004). Haberman believed highly effective teachers held 
beliefs and inspiring behaviors despite challenging circumstances (Hill-Jackson et al., 
2018). Through years of research, Haberman (2004) developed a measurement tool called 
the “Star Teacher Pre-Screener” to measure 10 skills and dispositions of “Star” effective 
teachers. The tool was used to guide administrators in hiring the most promising 
applicants and providing support training programs to improve the capacities of 




had a proven method for selecting highly effective teachers and administrators 
(Haberman, 2004). Haberman’s (2004) pre-screener was able to identify if a preservice 
teacher’s coursework and certification had prepared and developed their knowledge, 
skills, and dispositions for effective teaching.  
Most research around this topic included a focus on preservice teachers and 
preparation programs to develop effective teachers going into the profession. Within 
program institutions, it is mandatory to assess student dispositions; however, there is a 
lack of research on how practicing teachers are held accountable for their professional 
dispositions. I searched for what dispositions practicing teachers exhibited that 
demonstrated support or lack of support for student success and how the learning 
environment was impacted by teacher characteristics, beliefs, and practices deployed in 
the classroom.  
Statement of the Problem 
“Students in the United States are continuing to underperform academically” 
(Schmid, 2018, p. 1). The disconnect in the relationship between “real-world” teacher 
dispositions and the generally accepted dispositions found in district belief statements, 
core values, and mission statements and the impact on the success or lack of success of 
children in schools was a concern. The problem is that currently practicing teachers are 
not demonstrating professional dispositions in correlation with their knowledge and skills 
which impact a successful learning environment regardless of low-performing school 
status. The new education law, ESSA, signed and enacted by President Obama in 2015, 
was developed to support low-performing schools. Within 3 years of the ESSA plan, the 




mathematics and reading skills. The results stated the reading performance score for the 
average fourth grader in 2017 was 222, about 40%, which was higher than the 217 score 
in 1992. The score for 2015 was not measurably different from 2017. In mathematics, 
students scored 240 in 2017, also about 40%, which was higher than the 1990 score of 
213 but again, not measurably different in 2015. In science, 38% were proficient 
(McFarland et al., 2018). 
In 2016, the Effective Teaching Framework of XXX County, asked 28 county 
schools to participate in a belief study where 50% of the teachers responded they did not 
believe all their students could perform at grade level even if they had sufficient support. 
Twenty-seven percent of the participants strongly agreed or agreed most students with 
learning disabilities achieved grade-level benchmarks in literacy and math. The results of 
the belief survey raised questions about whether or not teacher unconscious beliefs–such 
as low expectations about some students–were hindering attempts to raise achievement 
levels (Hui, 2016). One intervention teacher responded in an interview regarding the 
results: “We do believe this, but it doesn’t show. How can we address it?” (Hui, 2016, 
para. 5).  
The teachers who participated in the belief survey were also asked to be part of a 
training program called Multi-Tiered System of Supports. This was a system put in place 
by the district to allow teachers to quickly identify student needs and the best methods to 
address them by using data more effectively and approaching their work more 
strategically. The teachers were provided training after taking the initial belief survey. 
After the training, these same teachers were to take the belief survey again to see if their 




schools and lack of consistency of the Multi-Tiered System of Supports professional 
learning training provided by the training teams to their staffs contributed to disparities. I 
did not uncover information that the district had demonstrated evidence to support taking 
additional actions to improve the teacher belief concern based on data which identified a 
number of teachers in the district did not believe their students were capable.  
Student achievement results over the years have remained stagnant. Policies in 
place have been written and rewritten in which no positive outcome addressed the 
concerns (Schmid, 2018). Studies where factors concerning teacher characteristics and 
beliefs were contributing to the achievement gap were now putting teachers back in the 
spotlight (Schmid, 2018). The achievement gap identified three complex levels with 
variables containing factors that might affect school systems: district/school leadership, 
classroom, and student (Corwin, n.d.). Significantly, at the classroom level, a listed factor 
of the achievement gap stated students were “profoundly influenced by the messages they 
received from the significant people in their lives” (Corwin, n.d., p. 1). Teacher beliefs 
about their students were portrayed unconsciously through their body language, tone in 
their voice, word choice, and behavior (Corwin, n.d.). This indicated that teachers may 
require more self-reflection and self-observance to understand how their professional 
dispositions and behaviors impact the learning environments they provide for their 
students. 






Common Causes of Achievement Gaps  
 
Note. Corwin (n.d.). 
A new term being discussed in educational reform, since 2014, is the belief gap 
(Noonan, 2015). The term has been used to describe what drives the culture and 
educational environments existent in persistently low-performing schools. In an 
education post by Barbic (2014), the belief gap was described as the divide between what 
parents believed their children were capable of doing and what some educators, through 
words and behaviors, believed the very same children could do. Practical evidence of the 
belief gap was identified in a 1968 study by psychologist Robert Rosenthal and school 
principal Lenore Jacobson, in which they set up classrooms to prove the Pygmalion 
effect‒positive expectations could change a person’s perception of a situation just as 
dramatically as negative expectations. They wanted to show the extent to which teacher 




Rosenthal and Jacobson (1968) told elementary school teachers that a certain 
number of students in their classrooms had been identified as “late bloomers” and would 
be expected to do very well. The teachers were told that these students were identified on 
the basis of an IQ test, which tested “academic blooming,” taken by everyone in the 
school. What the teachers did not know was that the students were not actually selected 
because of their scores but were selected randomly. Teachers were told not to tell the 
students about any of the results of the IQ test.  
The teachers began to treat those identified students differently from the other 
students. The identified students began to think of themselves differently and in the end 
performed significantly better than their peers. Those students were transformed by their 
teacher’s positive expectations, therefore indicating that it did make a difference if a 
teacher believed a student was a high performer or a low performer (Rosenthal & 
Jacobson, 1968). The problem this study addressed was not only should currently 
practicing teachers possess pedagogical knowledge and skills, but they must also 
demonstrate professional dispositions to positively impact the learning environment for 
all students (Almerico et al., 2017). 
Social Cognitive Theory (SCT) and Dispositions 
Bandura’s (1989) SCT provided a framework for how dispositions were shaped 
and controlled by environmental influences, the common interactions of the person, and 
the behaviors they exhibited as educators in relation to one’s self-efficacy. This concept 
considered the distinctive ways in which a person acquired and maintained their 
behaviors while also reflecting on their social environment in relation to the performance 




controlled their behaviors and were reinforced by their dispositions through observational 
learning, imitation, and modeling. Continuous interaction between behaviors, personal 
factors, and the environment integrates Bandura’s (1997) theory which was referred to as 
the Reciprocal Causation Model.  
Figure 2 
Bandura’s Reciprocal Causation Model  
 
Note. Bandura (1997). 
The model explains how environmental factors and personal cognitive factors can 
influence the learning that occurs within a social context.  
Bandura’s (1989) two principles addressed how a person should be made aware of 
their teaching behaviors, how they were encouraged to recall their behaviors, how they 
modeled their behaviors, and how they continuously applied them (Simpson, 2011). 
Bandura’s (1989) theory was based on the implication that a person’s belief was an 
outcome of a given behavior that could determine whether the person would demonstrate 
the behavior and apply it in the field of education (Schmid, 2011).  
An example of Bandura’s (1989) theory was explained by Villegas (2007) in how 




and fair for all students. Teachers needed to understand the barriers that existed when 
teaching children from low-socioeconomic backgrounds. The existence of these barriers 
caused the children to be perceived as unable to learn and, thus, were treated differently. 
Applied in the context of learning to teach, Bandura’s (1989) theory implied that the 
beliefs teachers developed and exhibited were brought to their institutions and influenced 
what and how they taught in their learning environment (Villegas, 2007). SCT explains 
how developmental changes, environmental influences, and other personal factors 
teachers experience over the course of their careers can cultivate their dispositions.  
Purpose of the Study 
 The purpose of this research study was to distinguish if there is a disconnect in the 
relationship between professional teacher dispositions that may have a profound impact 
on the success or lack of success of students in school. The disconnect between the 
capacity of teachers to examine their self-awareness of generally held values, 
commitments, and professional ethics and their capacity to implement strategies and 
actions reflecting these values, commitments, and professional ethics creates learning 
environments that are not conducive to the successful achievement of all students 
(Haberman, 2012).  
This study explored a secondary school, Grades 6 through 8, and examined 
teachers within the school who had 3 consecutive years of either high-, middle-, or low-
achieving student scores. I captured the differences in dispositions among high-, mid-, 
and low-effective teacher achievement scores and observed the correlation for what 





Research Questions  
1. What professional dispositions impact student success in the learning 
environment as measured by North Carolina End-of-Grade Assessment (NCFE) 
data? 
2. What observed behaviors do effective practicing teachers demonstrate that 
stimulate student success as measured by NCFE data? 
3. To what extent do observed behaviors correlate between teacher self-professed 
dispositions and observations of an administrator? 
Rationale, Relevance, and Significance of the Study 
There has been a disconnect in assessing dispositions linked to knowledge and 
skills teachers are to demonstrate in their performances (Diez, 2006). The National 
Council for Accreditation of Teacher Education (NCATE, 2008) provided little to no 
guidance for how to assess the professional dispositions that were included in their 
standards. In 2009, teacher evaluation systems were updated in 37 states (Baxter & 
Morgan, 2018). Even with updated evaluative systems in place, some school leaders 
struggled to provide constructive feedback on the specifics of teacher roles and 
expectations. This was due to a lack of experience in understanding the way to pose 
cognitive questions to encourage reflective thinking. Constructive feedback presented 
more questions pertaining to knowledge and skills (Baxter & Morgan, 2018; Diez, 2006). 
The complexity related to assessing dispositions comes from the lack of 
understanding the meaning of dispositions, how to fairly assess dispositions, and which 
dispositions impact teacher effectiveness (Simpson, 2011). The threat of legal challenges 




of student stories of negative statements by teachers and observations of teacher 
behaviors and actions addressing students unprofessionally have been identified across 
many institutions (Diez, 2006; Haberman, 2011; Smith et al., 2005). Additionally, the 
responses and results of behaviors related to teacher dispositions identified the core of the 
importance of the impact a teacher had on the difference in the success of students 
(Thornton, 2006). 
Embedded in the NCATE (2008) definition and standard target were positive 
observable behaviors teachers were expected to recognize and demonstrate in the 
learning environment. To explain further, NCATE provided clarification to institutions 
about two professional dispositions: the belief that all students can learn and fairness 
“based on observable behaviors in the educational setting” (p. 90) to be assessed. To do 
this, institutions needed to assess the two dispositions in order to hold teachers 
accountable for meeting the standard requirements but also recognize, outline, and 
operationalize additional professional dispositions (NCATE, 2008). NCATE had in place 
an expectation for institutions to provide equity in the belief that all students could learn 
and to stress the importance of how teacher professional dispositions and behaviors 
should reflect the expectation (Simpson, 2011). In 2016, NCATE legacy standards were 
no longer used, and the Council for the Accreditation of Educator Preparation’s (CAEP) 
accreditation standards were fully implemented. Professional dispositions were 
mentioned as the components of Standard 1: Content and Pedagogical Knowledge, with a 
new definition to the term dispositions as “the habits of professional action and moral 
commitments that underlie an educator’s performance” (CAEP, 2013, p. 1). At the same 




Teacher Assessment and Support Consortium (InTASC) professional teaching standards. 
These standards were not only intended for beginning teachers but also included targeting 
practicing teachers throughout their careers and developmental stages of performance. 
Assessing, tracking, and monitoring candidate performances as they progressed in their 
learning and studies was a fundamental task of teacher education programs (Almerico et 
al., 2017). Assessing, monitoring, and tracking currently practicing teachers was not 
found by me as a mandatory task for schools.  
Summary of Relevant Research 
Institutional teaching standards were also in place within national and subnational 
education systems and varied for how teachers used them to evaluate their own teaching 
practices. Countrywide, for practicing teachers, the standards were addressed in the 
National Board for Professional Teaching Standards (NBPTS) to improve the quality of 
teaching (Call, 2018). In 2017, research indicated only 3% of teachers in the United 
States had opted to acquire their NBPTS certification, and little evidence had been 
collected to prove the impact the professional certification had on student success (Call, 
2018). The standards were in place to encourage teachers to take ownership of their 
practices and to “do what they set out to achieve” (Call, 2018, p. 103).  
As states had their own institutional teaching standards, they also had a set of core 
beliefs associated with the standards. Most American school districts had a set of core 
beliefs and commitments that served as guiding principles. Dispositional core beliefs 
across the United States included such tenants as teachers were encouraged to be lifelong 
learners; every student was uniquely capable; intentional planning of rigorous and 




educating the whole child was critical; nurturing, being respectful, and cultivating 
differences in children was vital; teachers should provide inspiration and prepare students 
to be lifelong learners; teachers should develop a good rapport with students; teachers 
were responsible for the success of all students regardless of their background; and all 
students were expected to and could learn and succeed. These core beliefs were the 
dispositions researchers had identified effective teachers held that had a positive impact 
on student achievement (Haberman, 2004).  
Most research described the importance of ensuring beginning or preservice 
teachers entering the field of education were well prepared in the three elements of 
knowledge, skills, and dispositions; but little has been found for connecting knowledge, 
skills, and dispositions as a functioning, synergistic unit for practicing teachers (Welch & 
Areepattamannil, 2016). Understanding of the impact of teacher educational dispositions 
developed over time. Teacher beliefs, self-reflections, self-awareness, and personal 
behaviors affected student success in schools (Diez & Raths, 2007). 
Educational theorists suggested that the disconnect between the capacity of 
teachers to examine their self-awareness of generally held values, commitments, and 
professional ethics and their capacity to implement strategies and actions reflecting these 
values, commitments, and professional ethics created learning environments that were not 
conducive to the successful learning of all students. Teachers were simply going through 
the motions of teaching without seeking ways to improve and apply their teaching 
dispositions to their practice (Haberman, 2004). Too many education systems in place 
had historically sanctioned a “learn the facts and do the job” (Minnesota Board of 




teachers took responsibility for themselves, their behaviors, their strengths, and their 
beliefs. It was determined they needed to have the capacity to reflect on the decisions 
they made and adapt to situations in the classroom as they arose (Haberman, 2004). More 
attention needed to be focused on the dispositions necessary to teach and reach students 
that went beyond just stressing knowledge and skills. This was critical in order to provide 
the kind of education expected for students to experience and succeed in school 
(Haberman, 2004).  
To add to the problem, the scrutiny of teacher efforts to carry the core belief that 
all students can learn has continued to be a challenge in schools (Schmid, 2018). 
Accountability and assessments of dispositions in teacher education have involved a 
series of evidence, rating scales, rubrics, interviews, observations, checklists, artifacts, 
and self-evaluations, but such measurements of assessment of dispositions typically 
reflected more on the pedagogical practices than dispositions (Thornton, 2006). 
Pedagogical knowledge was at the forefront for evaluating teacher best practices; and the 
need to include teacher beliefs, practices, and dispositions was essential for 
understanding and improving our educational systems (Organisation for Economic Co-
operation and Development, 2018). 
Teacher moral judgement affects the way they perceive what happens in the 
classroom and how they make decisions to perform (Haberman, 2004). “To understand a 
classroom environment, it is not only important to examine the actions of the individual, 
it is also imperative to examine how they interpret situations based on their interactions 
with others” (Schussler & Knarr, 2013, p. 74). There were several concepts of specific 




ethic, planning, reliability, sense of humor, appearance, morals, capacity for self-
reflections, ethics, and equity (Thornton, 2006). 
NBPTS and NCATE maintained the belief that one of the keys to improving 
student learning was to improve teaching practices, but the organizations provided little 
guidance as to how a teacher should apply the standard for professional dispositions. In 
essence, this meant describing how a teacher put into practice, aligned with, and was to 
be held accountable to a district’s core beliefs (Simpson, 2011).  
Schools are facing more and more issues related to recruitment and retention of 
qualified teachers (Haberman, 2004). The challenge was not just selecting a certified 
teacher for the job but a qualified teacher whose deep-seated beliefs about education 
aligned to their behaviors in the classroom. Evidence indicated teachers were leaving the 
profession after serving less than 11 years due to teacher burnout and wondering why 
they were so emotionally and physically exhausted (Haberman, 2004). In schools, 
teachers were constantly asked about their beliefs and values related to how students 
learned, how students learned best, and could ALL students learn.  
Improving teacher knowledge and skill sets was generally prevalent in the 
research review. Based on the significance of this study, the substance of research on 
teacher dispositions was also found to be outdated. Several studies proved that teacher 
dispositions did inform their behaviors (Schmid, 2018). I considered the timing of this 
study would provide updated results for future research on the topic. 
Definition of Terms 






Sayings, perspectives, attitudes, values, rules of practice, preconceptions, practical 
principles, and constructs (Smith et al., 2005).  
Dispositions  
Intellectual and emotional investments in events, situations, and people. Pre-
service and in-service educators develop positions toward teaching and learning 
that direct their work with students, parents, and colleagues. Dispositions are 
made manifest through intentional, practiced behaviors that can be challenged, 
developed, and enhanced even as they denote behavioral tendencies that endure 
over time. (Diez & Raths, 2007, p. 51) 
Effective Teachers 
Teacher effectiveness: “The idea that a teacher cares about students as individuals 
and communicates that ethic by creating thoughtfully planned, executed, and assessed 
instructional opportunities in a productive classroom environment in an effort to increase 
the achievement of each student” (Stronge & Hindman, 2006, p. 10). 
Dispositional Behavior 
“A behavior, either verbal or nonverbal, that projects a particular disposition. For 
example, wait time is a nonverbal behavior that demonstrates consideration for students 
who need processing time before responding” (Diez & Raths, 2007, p. 51). 
Professional Dispositions as Defined by NCATE 
Professional Dispositions: Professional attitudes, values, and beliefs demonstrated 
through both verbal and non-verbal behaviors as educators interact with students, 




learning and development. NCATE expects institutions to assess professional 
dispositions based on observable behaviors in educational settings. The two 
professional dispositions that NCATE expects institutions to assess are fairness 
and the belief that all students can learn. Based on their mission and conceptual 
framework, professional education units can identify, define, and operationalize 
additional professional dispositions. (NCATE, 2008, p. 53) 
SCT 
Explains how people acquire competencies, values, and styles of behavior as well 
as how people motivate and regulate their behavior (Davidson & Davidson, 2003). 
Teacher Professionalism 
“The teacher exhibits a commitment to professional ethics and the school’s 
mission and participates in professional growth opportunities to support student learning, 
and contributes to the profession” (Barge, 2012, p. 1).  
Assumptions 
It is my assumption the disconnect between the capacity of less-effective teachers 
to examine their self-awareness of generally held values, commitments, and professional 
ethics and their capacity to implement strategies and actions reflecting these values, 
commitments, and professional ethics creates learning environments that are not 
conducive to the successful achievement of all students. 
 It was assumed the teacher participants would answer the self-assessment tool 
honestly but score themselves much higher than administrator and my observation scores. 
I maintained the confidentiality of all teacher participants and the selected school to 





Limitations of the study included my explanation to the participants about the 
topic of the study. In the interests of transparency, I needed to inform the teacher 
participants about the purpose of the Educator Disposition Assessment (EDA) they used 
for collecting data. The dispositions, identified on the EDA, were categorized 
descriptions of teacher behaviors. Knowledge of this could have resulted in teacher 
participants either not choosing to do the study due to fear of being observed about their 
dispositions or possibly withholding authentic behaviors because they knew what I was 
looking for.  
Delimitations 
I chose the school specifically because of principal and assistant principal interest 
in the topic and the support in having the assistant principal participate in the 
observations with me.  
Summary 
Research indicates the importance for teachers to include positive and 
professional dispositions as part of the knowledge and skills they demonstrate in the 
classroom which they believe encourage and help students to perform successfully. Over 
the years, accountability for teacher dispositions has been neglected in the course of 
dialogue related to teacher quality. Since 1999, it has become nonexistent (Thornton, 
2006). With so much focus on the two elements of teacher knowledge and skills, the third 
key‒related to dispositions that guided a teacher’s goals, emotions, decision-making, 
behaviors, and actions in the classroom and was fundamental to the success of all 




affected by their dispositions (Wadlington & Wadlington, 2011). The inherent problem 
was the disconnect in the relationship between “real-world” teacher dispositions and 
generally accepted dispositions and this relationship’s impact on the success or lack of 
success of children in schools.  
This study was intended as an effort to help educators become aware of the 
importance of the role professional teacher dispositions play in a classroom. Teachers 
create and establish the climate of the learning environment regardless of a school’s 
performance status. Research establishes the significance of understanding professional 
learning constructs and how they may reveal the ability to be self-aware, to self-manage, 
to be socially aware, to make logical choices, and to develop and support positive healthy 
relationships. Understanding how it impacts a teacher’s capacity to align their 
professional competence, performance, and conduct and reflect their dispositions about 
education, goals, values, responsibilities, and purpose is critical. It directly impacts and 





Chapter 2: Literature Review 
Overview 
This research study distinguished if there is a disconnect in the relationship 
between professional teacher dispositions and generally accepted dispositions that may 
have a profound impact on the success or lack of success of students in school. The study 
explored deep-seated beliefs teachers have about teacher professionalism, their ethical 
practice of teaching, and moral actions in the classroom. Sufficient yet outdated research 
was found on the impact dispositions have on teacher effectiveness on the learning 
environment. Therefore, this chapter embodies a review of literature related to the 
history, values, commitments, and professional ethics that influence behaviors toward 
students (Karges-Bone & Griffin, 2009).  
Theoretical Framework 
SCT of human behavior, a comprehensive theory, explains how people acquire 
competencies, values, and styles of behavior as well as how people motivate and regulate 
their behavior (Davidson & Davidson, 2003). In SCT, self-development, modification, 
and change occur through an interchange of one’s behavioral and environmental 
influences (Davidson & Davidson, 2003). It provides a framework for how dispositions 
were shaped and controlled by environmental influences, the common interactions of the 
person, and the behaviors they exhibited as educators in relation to one’s self-efficacy. A 
person’s knowledge, beliefs, attitudes, values, and genetics affect how they will behave. 
Research implied that professional dispositions had a significant effect on student success 
(Hallam, 2009). Arthur W. Combs, a humanistic psychologist and the past president of 




dispositions over a time period of 40 years. Combs (1999) found that effective 
dispositions were strongly related to positive teacher self-reflection, teacher focus on 
their students, and teacher engagement involving purposeful tasks for all students. Combs 
found that ineffective teachers did not demonstrate these traits (Hallam, 2009). An 
individual’s personality traits and characteristics were shaped by one’s attitudes and 
beliefs (i.e., dispositions). The dispositions and beliefs teachers possessed influenced 
their behavior in the learning environment and were just as important to effective 
teaching as skills and knowledge (Behar-Horenstein et al., 1996; Wadlington & 
Wadlington, 2011). Dispositions guided the goals teachers made, their emotions, the 
decisions they made day to day, their actions and behaviors, and their reactions in the 
learning environment (Bandura, 1997).  
A Brief History on the Construct of Dispositions in Teacher Education 
The concept of measuring a person’s attitude through the notion of opinion was 
published in an article by Thurstone (1928) who stated an attitude signifies “the sum total 
of a man’s inclinations and feelings, prejudice or bias, preconceived notions, ideas, fears, 
threats, and convictions about any specific topic” (p. 530). Thurstone proposed that in 
order to understand a person’s attitude, one needed to examine the person’s opinions 
around a specific topic or issue. What Thurstone had not addressed was the predictive 
relationship between a person’s belief and their behavior. Over time, Thurstone’s concept 
generated an initiative to link attitudes and behaviors for identifying the ideal teacher 
(Diez & Raths, 2007). Buss and Craik (1983) and Katz and Raths (1985, 1986) developed 
the notion of dispositions as “actions of an individual” (Diez & Raths, 2007, p. 8). The 




dispositions into redesigning beginning teacher preparation programs with a list of 
dispositions toward self, toward the learner, toward teaching, and toward the profession.  
 The 1990s ushered in the beginning of teacher educator discussions about the 
desirable behaviors of teachers, administrators, and school service personnel related to 
“dispositions.” Before the 1990s, the traditional domains of teacher education were 
considered to be knowledge, skills, and attitudes. Due to the re-forming of “attitudes” 
being included in teacher education programs, a major shift in thinking about attributes 
for teachers and administrators was ingrained in discussions and continued to be talked 
about regarding effective teaching. It was not until 10 years later that NCATE established 
the concept of dispositions, as a requirement, into their standards, rules, and regulations 
that governed the teaching certification in many states. The domains were modified into 
three key areas: knowledge, skills, and professional dispositions (Freeman, 2007). 
NCATE (2008) standards stated,  
The candidate performance standards focus on learning outcomes. They required 
units to use evidence to demonstrate that teacher candidates are gaining the 
knowledge, skills, and dispositions necessary to have a positive impact on P-12 
student learning. The standards elevate the role of assessment in program 
improvement and promote increased accountability for teacher candidate learning. 
(p. 1) 
Changes and updates were made over the years. NCATE standards stated,  
Standard 1: Candidate Knowledge, Skills, and Professional Dispositions. 
Candidates preparing to work in schools as teachers or other school professionals 




and skills, pedagogical and professional knowledge and skills, and professional 
dispositions necessary to help all students learn. Assessments indicate that 
candidates meet professional, state, and institutional standards. (p. 12) 
Both standards kept regard for knowledge, skills, and dispositions and criteria for 
meeting the professional state standards. 
NCATE was founded in 1954 as a nonprofit, nongovernmental accrediting body 
replacing the American Association of Colleges for Teacher Education (AACTE), also 
responsible for the accreditation in teacher education. NCATE was created by five 
instrumental organizations for ensuring quality teacher education training. Those five 
organizations were AACTE, the National Association of State Directors of Teacher 
Education and Certification, the National Education Association, the Council of Chief 
State School Officers, and the National School Boards Association. Every 7 years, 
NCATE revised its reports on unit accreditation standards to ensure the standards for 
educator preparation were based on significant emergent research (NCATE, 2008). This 
included Standard I: Content and Pedagogical Knowledge for components of teacher 
education knowledge, skills, and professional disposition standards for educator 
preparation. The reports were sponsored by a variety of organizations such as the 
National Academy of Education, the National Academy of Sciences, the American 
Education Research Association, and the National Institute of Child and Health 
Development.  
 The following is a brief timeline of NCATE’s merger with CAEP. In 1997, the 
Teacher Education Accreditation Council was founded to improve the academic degree 




12th grade. In 2009, a design team was appointed by NCATE and Teacher Education 
Accreditation Council Boards of Directors. The following year, it was agreed to 
consolidate NCATE and the Teacher Education Accreditation Council into CAEP to 
“enable the profession to speak with a single voice about the preparation of teachers, 
administrators and other P-12 professional educators and eliminate overlapping activities 
from the same field” (NCATE, 2008, p. 2). On August 29, 2013, the CAEP Board of 
Directors approved the new accreditation standards and by July was fully operational for 
education preparation providers (NCATE, 2008). Standard 1: Content and Pedagogical 
Knowledge continues to carry the component for candidate knowledge, skills, and 
professional dispositions and is expected to be followed and articulated through the 
InTASC Model Core Teaching Standards and NBPTS Five Core Propositions. CAEP 
(2013) defined teacher dispositions as “professional attitudes, values, and beliefs 
demonstrated through both verbal and non-verbal behaviors as educators interact with 
students, families, colleagues, and communities. These positive behaviors establish a 
teacher’s professional demeanor and promote student learning and development” (p. 1). 
This standard embodies the expectation that teachers should have the ability to reflect, 
evaluate, and improve their teaching practice and own learning as a guiding belief (Welch 
& Areepattamannil, 2016).  
The efforts to include dispositions into standards across the country has resulted 
in countless discussions among educational institutions to determine what was meant by 
the term disposition (Freeman, 2007). Within NCATE Standard 1, knowledge and skills 
in the field of education are easily definable and measurable. Teacher dispositions have 




Areepattamannil, 2016). According to NCATE (2008), teacher dispositions were guided 
by their attitudes and beliefs in relation to their values such as thoughtfulness, caring, 
honesty, fairness, empathy, respectfulness, and responsibility to their practice. The 
attitudes and behaviors of teachers were critical for providing effective teaching. Over the 
years, dispositions have been one of the most difficult to measure and define due to the 
variety of terms associated with the nature of describing teacher beliefs and values about 
education. Smith et al. (2005) made an effort to provide a clear understanding for what a 
disposition is by acknowledging the “sheer volume of research efforts toward identifying 
what causes or lies behind teachers’ actions” (p. 14). Dispositions embraced the “why” of 
a teacher’s decisions or actions but did not get at the “what.” Schussler and Knarr (2013) 
described dispositions as “context specific, connecting intended purposes with one’s 
inclination to think and act in particular ways. They align well with the cultivation of a 
teacher’s moral sensibilities” (p. 76). In other words, a teacher’s deepest rooted beliefs, 
sense of purpose, belonging, and their abilities to achieve their purpose must align.  
The field of dispositions has continued to grow, and measuring dispositions has 
become a popular topic among AACTE. To collect a valid and reliable identification of a 
teacher’s capacity to put what they believe into practice has become a combination of 
dispositions in accountability, policy, moral sensibilities, behaviors or capacities for 
behaviors, inclinations, sensitivities reflection, and teacher effectiveness (Schussler & 
Knarr, 2013; Wilkerson & Lang 2007).  
NCATE (2008) published the definition of professional dispositions as 
“professional attitudes, values, and beliefs demonstrated through both verbal and non-




communities. These positive behaviors support student learning and development” (pp. 
89-90). NCATE’s target for a teacher to meet the professional disposition standard stated 
a teacher should 
work with students, families, colleagues, and communities in ways that reflect the 
professional dispositions expected of professional educators as delineated in 
professional, state, and institutional standards. Demonstrate classroom behaviors 
that create caring and supportive learning environments and encourage self-
directed learning by all students. Recognize when their own professional 
dispositions may need to be adjusted and are able to develop plans to do so. (p. 
20) 
In the 1990s, teacher quality became a focus in educational systems and helped 
turn the corner for significant changes in teacher education (Simpson, 2011). No Child 
Left Behind addressed teacher quality by focusing on teacher knowledge to ensure 
teachers were “highly qualified” (Simpson, 2011, p. 1). This meant teachers were 
required to earn a bachelor’s degree. This included state certification and an assessment 
for teachers to demonstrate their knowledge within the subject area they taught in order to 
gain accreditation and highly qualified status (Tatem, 2015). During the same year, state 
accreditation agencies, such as NBPTS, InTASC, and NCATE, now known as CAEP, 
added teacher professional dispositions to their standards. These were first recognized as 
knowledge, skills, and attitudes (Simpson, 2011). The standards were built on the belief 
that all students can and should learn. Significant research reflected these findings by the 
National Academy of Education, the National Academy of Sciences, the American 




Development (NCATE, 2008). 
The late Martin Haberman’s (2004) philosophy was based on teacher preparation 
as a matter of school success for students. His research was focused on developing 
interviewing techniques educators could use to identify “star” teachers and administrators 
who would be most successful in working with low-socioeconomic children (Quirk, 
2017). Haberman’s theory also derived from the construct of strengthening belief systems 
which accounted for and predicted human behaviors (Haberman, 2004). In order to know 
who should teach, how that person should be prepared to teach, and how to evaluate their 
success were criteria deeply rooted in teacher dispositions (Haberman, 2004).  
The first step was to identify what skills and dispositions teachers currently had 
and how they impacted the learning environment. Haberman (2004) provided a list of 10 
measurable skills and dispositions: 
1. Persistence predicts the tendency to work with children who present learning 
and behavioral problems daily, without giving up on them during the school 
year. 
2. Organization and Planning gets at how and why effective teachers plan, as 
well as their ability to manage multifaceted learning environments. 
3. Values Student Learning measures the dispositions to make student learning 
the highest of importance. 
4. Theory to Practice taps the respondent’s ability to see the applied 
implications of generality as well as the broader theories represented in 
specific practices. 




connect with and teach students of all backgrounds and levels. 
6. Approach to Students predicts how the respondent will attempt to connect to 
students and the effectiveness of the approach. 
7. Survive in Bureaucracy predicts whether the respondent can teach and 
function in a large establishment. 
8. Explains Teacher Success measures how the respondent comprehends moral 
teaching and whether the principles the respondent uses are applicable to 
teaching in schools. 
9. Explains Student Success deals with the principles the respondent uses to 
determine students’ success and whether these are pertinent to students in 
schools. 
10. Fallibility signifies how the teacher anticipates dealing with mistakes in the 
learning environment. (para. 8) 
The 10 dimensions assessed have allowed administrators to select the type of 
teacher needed for their school to provide a greater impact on student achievement, 
healthier morale, and less teacher turnover. 
Defining Dispositions 
“Dispositions seem to be essential to our characterization of the world” 
(Armstrong, 2016, p. 7). A number of definitions have been developed for the term 
dispositions related to effective teaching. Given the essential knowledge and skills, 
dispositions are what dispose a person to be an effective teacher (Smith et al., 2005). 
NCATE (2008) defined dispositions as “the professional attitudes, values, and beliefs 




students, families, colleagues, and communities” (p. 89). These positive behaviors 
support student learning and development. NCATE expects institutions to assess 
professional dispositions based on observable behaviors in educational settings. The two 
professional dispositions NCATE expects institutions to assess are fairness and the belief 
that all students can learn. Based on their mission and conceptual framework, 
“professional education units can identify, define, and operationalize additional 
professional dispositions” (NCATE, 2008, p. 53). InTASC defined the concepts of 
dispositions as “adopts, appreciates, believes, is committed, has enthusiasm, persists, 
realizes, recognizes, responds, seeks, is sensitive to, understands, and values” (Almerico 
et al., 2017, p. 2). Diez and Raths’s (2007) definition of dispositions is stated as “specific, 
observable behaviors to inferable personality traits and typically include one or more 
elements which include teacher behaviors, teacher characteristics, and teacher 
perceptions” (p. 54). In the philosophy of the mind, behaviorists and philosophers of 
beliefs and mental states rendered beliefs as a disposition to act and/or to speak 
(Armstrong, 2016). Smith et al. (2005) made an effort to provide clarity and the historical 
background in determining what a disposition is. Smith et al. provided a table of 
examples of various research and terminology associated with dispositions in literature 
and research summaries from 1963-1995. Terminology included attitudes, personality 
and characteristics, values, beliefs, personality factors, affective dispositions, 
expectations, sense of efficacy, theories, conceptions, and perceptions (Smith et al., 
2005). Combs (1999) identified five dispositions of effective teachers: empathy, positive 
view of self, positive view of others, authenticity, and meaningful purpose and vision. In 




manner, applying such dispositions as professionals and modeling professionalism every 
day (Notar et al., 2009). 
Dispositions can be impacted by the environment and are subject to change, 
strengthened or weakened by experiences and interactions that happen on a daily basis 
(Notar et al., 2009). To study teacher dispositions comparative to identifying effective 
teaching, one must also address teacher beliefs. Smith et al. (2005) specified that once 
beliefs are formed, people are inclined to make meaning as explanations of their beliefs 
regardless of if truthful or not. The behaviors observed were reinforced by the 
perceptions that were influenced by the original beliefs. In essence, the “beliefs drive 
action or behavior” (Smith et al., 2005, p. 6).  
Importance of Professional Dispositions 
Smith et al. (2005) stated in order for schools to improve for the sake of better 
instructional opportunities for students, teachers must teach differently. The importance 
of learning new subject matter and instructional techniques was not the only significant 
change that should be a primary focus for teachers. They must alter their beliefs and 
concepts of their practices. School improvement should look closer at how teachers learn 
and adjust (Smith et al., 2005). As teacher candidates enter the education profession, 
dispositions are assessed as having high importance. Many schools of education 
discourage and may even disqualify prospective teachers who lack the professional 
dispositions expected for an effective teacher (Diez & Raths, 2007). This “begs” the 
question: If this was of such high importance for preservice teachers, should the same 
expectations not be for in-service teachers?  




of assessing dispositions as a continuous process for a teacher candidate: making the 
invisible visible through action; the use of ongoing observation; assessing dispositions 
over time as part of an ongoing reflection process; making known the use and purpose of 
the basis of the assessment; and the process of making the assessments have moral 
meaning through modeling professional dispositions for teacher candidates. Haberman 
(2004) found that in-service teachers have not been held accountable for their 
dispositions and ongoing reflections on their behaviors and actions daily and therefore 
have begun responding mechanically to questions and events about their beliefs in 
education which have lost the true professional dispositions needed to impact children 
positively. Due to the vast insufficiency of research in the field and lack of guidance from 
accreditation organizations, teacher education institutions have grappled with the charge 
of addressing disposition requirements which has resulted in a large volume of 
uncertainty of respect to addressing the requirements (Simpson, 2011).  
Impact of Professional Dispositions 
This section of the literature review presents qualitative and quantitative findings 
based on the impact and importance professional dispositions have on student success. 
Studies indicated the critical importance dispositions played for teaching success and 
academic achievement; however, many of the findings were focused on new teachers or 
preservice teachers.  
 Benson and Peterson (2012) had concerns about teachers entering the education 
profession and wanted to know if their behaviors in the programs correlated with their 
behaviors in K-12 schools. They surveyed faculty and staff from 30 NCATE-accredited 




develop before student teaching occurred. Forty-three educators consisting of full 
professors, associate professors, assistant professors, lecturers, field supervisors, and staff 
members participated in a survey response and demographic questionnaire. Benson and 
Peterson’s results identified three themes based on the highest responses: civility and 
compliance, diversity and tolerance, and emotional and social maturity. In other words, 
components of dispositions for teacher candidates should embody a positive and 
cooperative attitude, professional ethics regarding student backgrounds and cultural 
differences, and the capacity to self-reflect and control behaviors that may affect personal 
lives and impact their effectiveness (Benson & Peterson, 2012).  
 Simpson (2011) conducted a study to measure the seemingly importance and 
efficacy of specific dispositions within a large population of preservice teachers, in-
service teachers, educators, and administrators as well as to determine which dispositions 
were not common with a program unit but identified as essential to students majoring in 
health and physical education. Simpson’s study was built upon prior work of Simpson 
and Diez in 2007. Ten disposition clusters were identified from their study and used as 
the foundation for developing Simpson’s study. The 10 clusters were 
1. Responding to students’ social and educational needs 
2. Building rapport with entire educational community 
3. Exhibiting personable qualities that make you approachable to students 
4. Communicating enthusiasm to students 
5. Exhibiting psychosocial maturity 
6. Exhibiting appropriate appearance and hygiene 




8. Is capable of responding appropriately to challenging situations 
9. Effectively manages resources 
10. Professionalism. (p. 112) 
Participants were asked to rate the importance and efficacy of each of the 10 
identified clusters of dispositions as well as list dispositions critical to all fields of 
education and teaching health and physical education. Simpson’s (2011) study resulted in 
three findings: (a) each of the 10 cluster dispositions was found to be significantly 
important, but the degree of importance varied among specific groups of teachers 
participating in the study; (b) the institution program developing the teacher dispositions 
was found to be preparing teachers well; and (c) within the different fields of education, 
dispositions varied within a degree of importance among the groups of teachers. There 
was a lack of teacher understanding for what a disposition is when asked to list specific 
dispositions important to them in the content area of health and physical education. 
Simpson found that some responses from the teachers were based upon their knowledge 
or skills and not naturally associated with dispositions. Simpson identified a thin line 
between teachers not being disposed to doing something and not having the knowledge 
and skills that are needed as identified as true for student teachers. Teachers need to 
understand and know what dispositions are and what their behaviors and actions “look 
like” when a specific disposition is demonstrated to understand the importance and 
impact it has on children in the learning environment (Simpson, 2011). 
Schmid (2011) sought to identify what strategies, behaviors, and beliefs three 
teachers exhibit who work in low-performing schools but have 3 years consistently high-




California Standards Test in a former Reading First school. Schmid (2011) wanted to 
know what the teachers believed and what they did in the classroom that contributed to 
their students’ success. Teachers and administrators participated in a set of interview 
questions, and teachers were observed to discover if their behaviors corresponded to their 
beliefs. Schmid’s (2011) study found that the three teachers each held the following 
beliefs based on their observed classroom behaviors: 
1. All students can and will learn, which is a reflection of the teacher. 
2. Professional learning correlates into students’ success. 
3. Appropriate instruction enables students to succeed. (p. 146) 
The results of this study indicated the importance professional dispositions and 
beliefs have on student achievement even when working in a low-performing school.  
Dispositions Definition and Assessment History and Challenges 
Research about teacher dispositions has brought to the attention of educators that 
a compelling correlation exists between the dispositions of teachers and the quality of 
their students’ learning (Almerico et al., 2018). The research findings about the impact of 
teacher dispositions, teacher quality, and student success reinforce the need for providing 
a stronger focus on preparing teachers for creating and implementing a successful 
learning environment for all students (Singh & Stoloff, 2007). NCATE’s disposition 
definition was designed to make sure teachers were following a process to accredit 
themselves with the expectation for embodying professional dispositions in academic 
programs (Karges-Bone & Griffin, 2009). The efforts to include dispositions into 
standards across the country had resulted in countless discussions among educational 




dispositions have been more difficult to assess and define in relation to effective teaching 
(Welch & Areepattamannil, 2016). Philosopher Douglas McKnight looked at dispositions 
as a virtue based on Aristotle’s work (Welch & Areepattamannil, 2016). Scholar Sarah 
Broadie learned dispositions were developed over a lifetime and could easily be changed 
or displaced (Benson & Peterson, 2012). Broadie found that assessing them could be 
problematic and concluded they were easier studied rather than assessed (Benson & 
Peterson, 2012). Dewey (1922) and Combs (1999) came around in the 20th century and 
studied what personal perceptions made teachers more effective. Their studies were 
influenced by what a teacher thought influenced what a teacher did, aligning the teacher 
beliefs to the behaviors in the learning environment. Several methods for assessing 
dispositions over the years included portfolio development, written reflections, entry and 
exit interviews, performances during internships, and self-assessments. Additionally, 
based on the validity and reliability for assessing dispositions, it could be a struggle when 
determining if the internal conditions of a person’s dispositions are naturally rooted, 
whether they can be embedded or even shaped (Benson & Peterson, 2012).  
According to NCATE (2008), teacher dispositions were guided by their attitudes 
and beliefs in relation to their values such as thoughtfulness, caring, honesty, fairness, 
empathy, respectfulness, and responsibility to their practice. The attitudes and behaviors 
of teachers were critical for providing effective teaching. Over the years, dispositions 
have been one of the most difficult to measure and define due to the variety of terms 
associated with the nature of describing teacher beliefs and values about education. Smith 
et al. (2005) made an effort to provide a clear understanding for what a disposition is by 




lies behind teacher actions” (p. 14). Dispositions embrace the why of a teacher’s 
decisions or actions but do not get at the what. Schussler and Knarr (2013) described 
dispositions as “context specific, connecting intended purposes with one’s inclination to 
think and act in particular ways. They aligned well with the cultivation of teacher moral 
sensibilities” (p. 76). In other words, the teacher’s deepest-rooted beliefs and sense of 
purpose and belonging and their abilities to achieve their purpose must align.  
Diez (2006) identified five principles to guide practices for assessing dispositions: 
1. Assessing dispositions requires “making the invisible visible” through active 
means. 
2. Dispositions can (and should) be assessed both in structured ways and through 
ongoing observation of the teacher in action. 
3. Dispositions should be assessed over time, as part of an ongoing reflection 
process. 
4. Criteria used in the assessment of dispositions should be public and explicit. 
5. The process of assessing dispositions has moral meaning for teacher educators 
and for their practice. (p. 49) 
These principles provided a link through which states and NCATE’s required 
attention to assessing dispositions could close the gap created among the focus for 
assessing teacher knowledge, skills, and dispositions without issues of legal challenges 
(Diez, 2006). Institutions maintained their teacher standards and created their core beliefs 
and strategic plans to implement those actions. Diez (2006) stated the importance of 
holding teachers and educators accountable for demonstrating the dispositions created in 




commitments that defined teacher performance were powerful predictors of professional 
behaviors, and the goal was to identify those teachers who modeled appropriate and 
professional dispositions (Haberman, 2011; Smith et al., 2005).  
The lack of a clear definition and individual teacher education programs 
identifying what they deem as the most critical set of dispositions has made assessing and 
measuring dispositions a challenge (Benson & Peterson, 2012). Almerico et al. (2018) 
disclosed challenges for assessing dispositions may be too insensitive, especially 
considering the design, administration, and interpretation of assessment tools when 
measuring a phenomenon such as dispositions. However, the need to assess dispositions 
is important in answering the question of whether teachers are prone to apply their 
knowledge and skills gained in their preparation programs and integrate them into their 
classroom practices. Even if a teacher has the knowledge and skills to teach content, it 
does not necessarily mean that teacher will teach effectively in the learning environment 
(Almerico et al., 2018). Almerico et al. (2018) identified several purposes for assessing 
dispositions in teacher preservice programs such as  
● providing expectations of professional dispositions; 
● professional obligations; 
● researched-based measures; 
● teacher awareness of who they are and how their beliefs will impact the 
students they teach; and 
● teachers have more than just knowledge and skills, and understanding their 




Regardless of a teacher’s content knowledge and pedagogical skills, a teacher can 
lack the essential dispositions to implement effective teaching, which is the rationale 
behind the importance for assessing dispositions. Almerico et al. (2017) designed the 
EDA, a psychological measurement instrument. The instrument was developed with an 
effort to clear up any confusion about the expectations for making inferences about 
teacher dispositions in an educational program. The EDA is a valid and reliable measure 
of teacher candidate dispositions and is intended to track and monitor dispositions at 
multiple stages as a teacher progresses throughout an education program (Almerico et al., 
2017). The EDA is also used as an assessment prior to program admission and allows 
teachers to reflect on their individual dispositions and adjust as needed. The data from the 
EDA are used to identify the effectiveness and dispositional progression of a teacher 
candidate.  
Professional teaching standards are evaluated each year; however, several 
institutions across the country do not assess teacher dispositions related to core beliefs, 
principles, values, and core priorities embedded within their standards and strategic plans. 
Some states’ strategic plans do not have dispositions or core beliefs stated at all. Today, 
in the CAEP standards, Standard 1, professional dispositions are mentioned as a 
component of the standard but do not provide a description related to how a teacher is to 
be held responsible for demonstrating them in the learning environment (CAEP, 2013); 
yet many public school districts across the state include dispositions in their core beliefs, 
missions, and principles, but they are not assessed.  
Teacher Quality, Beliefs, Characteristics, and Behaviors 




achievement. Throughout the 1900s, teacher quality has been an issue in the American 
education systems and has continued to be a national focus into the 21st century (Welch 
& Areepattamannil, 2016). Considering the fact that teachers may come with the 
necessary knowledge and skills, the quality and effectiveness of the teacher was of 
critical importance in what and how much students learn (Haberman, 2011). Teachers 
have a substantial impact and influence on the education of their students. Since No Child 
Left Behind (Paige, 2002) was put into action, all students in the United States were 
expected to be taught by highly qualified teachers. In a 1996 report from the National 
Commission on Teaching and America’s Future, a consensus on ensuring teacher quality 
was proposed (Welch & Areepattamannil, 2016). The ideas proposed by the Commission 
were to ensure by 2006: 
1. What teachers know and can do is the most important influence on what 
students learn. 
2. Recruiting, preparing, and retaining good teachers is the central strategy for 
improving our schools. 
3. School reform cannot succeed unless it focuses on creating the conditions in 
which teachers can teach and teach well. (National Commission on Teaching 
and America’s Future, 1996, p. 10) 
This proposal would make certain every student in America would have the right 
and access to an education that was caring, knowledgeable, and highly capable of 
providing teachers who understand their content, can differentiate what students need to 
be successful, and deliver rigorous instruction. This was not the case based on a research 




Several barriers to reaching this goal were identified: Teachers had low expectations for 
student success; teacher standards not being enforced; beginning teacher programs were 
inconsistent; and careless teacher recruitment was occurring within schools. 
Highly qualified teachers, certified to teach in their area of accreditation are 
generally selected based on their qualifications for the job and must be considered high-
quality employees, but this does not guarantee a teacher will be successful with students 
(Stronge & Hindman, 2006). There is a requirement to recruit teachers with higher order 
thinking skills, quality teaching methods, appropriate subject area knowledge, and 
professional decision-making skills and competencies to apply conceptual concepts 
(Haberman, 2011). If this was the case, teacher perceptions and cognitive abilities, which 
are essential to the success of their students, should also be considered when recruiting 
teachers and not just one component of certification. These qualities are what make up 
the composite picture of teacher effectiveness in the classroom instead of focusing on a 
teacher’s skills alone or their dispositions alone (Stronge & Hindman, 2006). 
Additionally, Stronge (2018) added there was no single method for developing the 
perfect, most effective teacher; but there were collective characteristics that highlighted 
the most effective teachers. A teacher’s influence and imprint on a student is powerful. 
Students are directly affected by their teachers. They interact on a consistent basis. 
Teachers determine what they learn, how much they learn, and how they will respond to 
the world around them (Stronge, 2018). Teachers must consider the degree to which they 
influence students and whether their skills and knowledge of content and best practices 
alone will benefit all student success. An effective, qualified teacher also believes in 




prepared to apply those beliefs to their everyday craft or practice (Stronge, 2018). The 
studies of the 1920s focused on teacher traits and characteristics but have since, today, 
focused on teaching practices and methods and reactions toward student learning and 
mastery of the content.  
Haberman (2011) provided information from multiple studies conducted to 
research the “developmental abilities leading to success in any field: empathy, autonomy, 
symbolization, and commitment to democratic values” (p. 23). Haberman (2011) 
mentioned how all four of the abilities are related to maturity for success but not to SAT 
scores. An understanding of a teacher’s characteristics and educational beliefs is 
generally not associated with the qualifications of a teaching position. Teacher quality or 
expertise is the least studied measure in teacher practice (Knoeppel et al., 2005); yet the 
educational beliefs of the teacher cannot be identified solely by National Board 
certification, preservice teacher training, teacher preparation programs, veteran teacher 
experience, possession of a master’s degree, scores on a licensing examination, or years 
of experience. Teacher effectiveness is not stimulating students to be successful in the 
classroom learning environment, yet an effective teacher is one who is the key to student 
improvement (Goodman, 2016).  
Stronge (2018) introduced the Framework for Effective Teaching and its six 
domains: professional knowledge, instructional planning, instructional delivery, 
assessment, learning environment, and professionalism as an operational definition for 
teacher effectiveness. Within those domains, Haberman’s (2012) research looked closely 
at how the effective teachers defined themselves and their beliefs during each of the 





Dispositions Enhance Moral Sensibilities 
In teaching, Schussler and Knarr (2013) explained the aspects of teacher 
behaviors and how what they wanted to achieve embodied their moral sensibilities which 
were aligned to the moral activities in the classroom. It is important to know if teachers 
are self-aware of their intended outcomes. Many teachers have not reflected on their own 
feelings and reactions to situations that occurred each day and tended to meet their 
highest tolerance level of anxiety. Their frustrations could lead to hostility and put them 
in a state of anger which turned to blaming the students and blaming the external 
conditions of their environment. Ironically, they have no idea that they created this 
situation on their own (Haberman, 2012). Teachers need to have a sense of their 
perceptions and an awareness of self in order to understand different teaching 
circumstances through their own personal “perceptions of the world” (Schussler & Knarr, 
2013, p. 78) lens. 
Teachers, like students, learn by doing which is understood as the fundamental 
way of learning. The behaviors teachers portray are learned behaviors, and dispositions 
are an essential component of quality teaching. Environments, support, and challenges 
can alter one’s dispositions, so teachers need to understand and nurture their dispositors 
in order to increase how effective they are with students (Schussler & Knarr, 2013). 
Effective teachers are aware of self and understand how this awareness guides what 
behaviors or actions they base decisions on in the classroom. To increase their 
effectiveness in the classroom, all teachers must develop an awareness of self and 





Educational Philosophy “All Students Can Learn” 
 NCTASC Principle 3 states: “The teacher believes that all children can learn at 
high levels and persists in helping all children achieve success” (Smith et al., 2005, p. 
19). Smith et al. (2005) suggested behaviors and action are driven by beliefs and 
influence the “act of teaching” (p.19). The beliefs were determined by experiences and 
translated into how people behaved, acted, or made decisions. Extensive research has 
been conducted on the nature of teacher cognition as it related to teacher beliefs and what 
influences caused their behaviors. Cognition, as defined, was “the mental action or 
process of acquiring knowledge and understanding through thought, experience, and the 
senses that included thinking, reasoning, understanding, learning and remembering” 
(Cherry, 2020, p. 1). A shift toward teacher reasoning, understanding, awareness, and 
thought were now being correlated to their behaviors.  
What did teachers mean when they said, “all students can learn?” Campbell 
(2009) elaborated on the questions by asking if teachers meant all children could learn at 
the same rate and same level of expertise at the same time.  
The beliefs of teachers motivated the pedagogy they decided to implement. 
Maintaining high expectations, Haberman’s (2012) work discussed the years and years of 
frequent directions given to teachers on how to teach the curriculum regardless of the 
skills students may lack. Teachers created their lessons, delivered their lessons, and gave 
the same assignments to the whole class. Teachers professed to know that students came 
with different skill levels, but they continued to teach to a one-size-fits-all class, knowing 




teaching a class of students and taking the time to differentiate and provide scaffolding 
and support for a variety of students can be a difficult challenge. However, not meeting 
this challenge does not align to the politically correct claim by teachers that all students 
can learn, if their behaviors do not indicate they really believe it. It is certainly possible 
that teachers may be unaware of their dispositions having an influence on their behaviors 
and how they instruct on a daily basis. Educational researchers agree beliefs are resistant 
to being easily changed (Smith et al., 2005). 
 NCATE has based their standards on the belief that all children can and should 
learn from a qualified, caring, and knowledgeable educator. School establishments are 
tasked with ensuring teachers are creating an environment for a diverse community of 
students. This means teachers are reflecting on their practice, providing rigorous 
instruction, and embracing continuous improvement and learning of their craft (NCATE, 
2008).  
 Campbell (2009) shared a belief of a school superintendent from the West Coast 
District and how he changed his belief to all students could learn and progress if their 
different assets and abilities were met in school. Classroom practices were affected by 
teacher beliefs. Teachers must understand and be made self-aware if classroom practices 
are to be improved.  
Teacher Behaviors 
Teaching involves complex components that teachers must be mindful of when 
reflecting on the perspective of their practices, actions, and decision-making as it affects 
the quality of their practice (Welch & Areepattamannil, 2016). Welch and 




practices and thinking possessed essential values and beliefs for effective teaching. 
Haberman (2012) also mentioned the complexity and difficulty of teaching and implied 
how teachers should understand this comes with the job. Teachers experienced multiple 
anxieties from the constant pressures of feeling judged based on their work performance. 
There is no question this can affect their teaching behaviors. Knowing the anxieties they 
will face on a day-to-day basis, teachers should continue to reflect on themselves and 
their practices to reach the highest levels of self-understanding and redirect their 
behaviors to correspond to their beliefs and values.  
Stronge and Hindman (2006) discussed the importance of a positive attitude a 
teacher should model in order to be effective. A negative attitude portrayed a lack of 
professionalism. There was a deficiency of professionalism occurring within schools 
which produced several state and national initiatives intended to improve the quality of 
teachers. NCATE and the Association for Childhood Education International integrated 
standards in which teachers would be recognized as professionals but would also need to 
participate in their own reflective practices and behaviors (Welch & Areepattamannil, 
2016). Teachers relied on their beliefs and values as their best indicator for making 
instructional decisions, implementing classroom practices, creating tasks, and problem-
solving more than they relied on their knowledge (Simpson, 2011).  
Summary 
While the importance of teacher preparation, teacher qualifications, knowledge, 
and skill set are contributing factors, research has indicated that these are not merely the 
only important components of a quality teacher. Professional dispositions should be 




2007). They are the core values, commitments, and professional ethics that transform a 
good teacher into an effective one; and only through observable and measurable 
behaviors can information about teacher dispositions be acquired (Diez & Raths, 2007). 
The history of dispositions written in the standards reminds educators to address the 
attitudes and behaviors of professional dispositions as they impact student success in the 
learning environment. The EDA data identified which teacher dispositions had the 
biggest impact on the learning environment by using the tool to observe teacher 





Chapter 3: Methodology 
Introduction 
“Students in the United States are continuing to underperform academically” 
(Schmid, 2018, p. 1). Research indicates the impact teachers have in contributing to 
student academic success is greater than any other factor, even in low-performing schools 
(Schmid, 2011). This study sought to determine if a disconnect exists in the alignment of 
what teachers say they believe about professional dispositions and core beliefs with their 
actual behaviors and actions in the learning environment. The purpose of this 
phenomenological research study identified the relationship of teacher dispositions and 
generally accepted district beliefs to see if there is a difference in professed teacher 
professional dispositions and actual behaviors in the learning environment and whether 
this difference may impact on the success or lack of success of student performance. 
Permission was granted by the district and the school principal (Appendices A and B). 
Research Design 
As stated in Chapter 1, this study was designed to answer the following research 
questions:  
1. What professional dispositions impact student success in the learning 
environment as measured by NCFE data? 
2. What observed behaviors do effective practicing teachers demonstrate that 
stimulate student success as measured by NCFE data? 
3. To what extent do observed behaviors correlate between teacher self-
professed dispositions and observations of an administrator? 




research is the study of a person’s lived experiences as they relate to a concept or 
phenomenon (Creswell & Poth, 2018). In order to develop a deeper understanding of the 
features of professional dispositions, I utilized a phenomenological approach to 
understand each teacher’s shared experiences in the learning environment. I used an 
open-ended survey protocol to ask two broad questions: (a) What have you experienced 
in education that has challenged your beliefs and values in the learning environment; and 
(b) What situations from your experiences have influenced or affected your beliefs and 
values?  
I focused on describing what each teacher had in common with the phenomenon 
of professional dispositions. By collecting data from the teachers, who have an awareness 
of professional dispositions, I observed the teachers’ actions in the learning environment 
and assessed whether their dispositions have an impact on their students’ achievement. 
This form of research was appropriate and necessary because it provided a level of deep 
learning for educators and potential “transformation of consciousness, heightened 
perceptiveness, and increased thoughtfulness” (Creswell & Poth, 2018, p. 82). 
The study used a mixed method design to answer the research questions and 
identified if there was a difference in what teachers professed to believe versus what was 
observed in their actions. Mixed method design is dependent on the cooperation of the 
qualitative and quantitative processes of collecting, analyzing, and mixing of data to 
determine the research questions (Creswell, 2015a). Qualitative studies are reflective of 
information collected through observations and whether beliefs and values are significant 
to the study (Marshall & Rossman, 2006). In this case, the qualitative data collected 




The quantitative data collected in this study looked at teacher end-of-grade (EOG) scores, 
teacher self-assessments, and observations using a Likert scale. Quantitative studies 
identified the relationship between variables with the initial goal being to analyze and 
signify the relationship mathematically through statistical analysis (Creswell, 2015a). 
This mixed methods design allowed me to analyze data from teacher self-assessments, 
administrator observations, my observations, and written response questions and then 
analyze them in relation to teacher EOG data.  
I chose to use the EDA to conduct my research (Appendix C). The EDA was used 
as a multiple measurement for teacher self-assessment, assistant principal observations, 
and my observations and analysis to triangulate the data. Data were collected based on 
the EDA, with observations done in multiple measurements and then triangulated to 
determine validity of the study. I was granted permission to use the EDA (Appendix D). 
It is a valid and reliable assessment tool initially used to inform teacher candidates of a 
program’s dispositional expectations as well as to assess baseline dispositional data 
which are then monitored throughout a teacher candidate’s program (Almerico et al., 
2017). I used the tool to assess currently practicing teachers. The EDA is aligned with 
CAEP standards, InTASC standards, and other evaluative instruments used to measure 
professional dispositions program (Almerico et al., 2017). The EDA uses a 0 to 2 Likert 
scale to address the CAEP and InTASC standards. I used the EDA with only Standard 1: 
Content and Pedagogical Knowledge to evaluate disposition expectations. I completed a 
form contained on the EDA-Watermark site, in order to gain information about questions 
regarding the instrument. I spoke with a representative on the phone, at which time the 




the University of Tampa. I contacted the professors to discuss the needs and uses of the 
EDA. The professors agreed to allow me to use the EDA in this study as well as provided 
rater calibration training to ensure valid and reliable results using the EDA (Appendix E). 







Disposition Associated indicators 















skills as evidenced 
by making major 
errors in language, 
grammar, and word 
choice  
 
Does not vary oral 
communication to 
motivate students as 
evidenced by 
monotone voice with 




vocabulary is either 





communication skills as 
evidenced by using 
appropriate language, 
grammar, and word 
choice for the learning 
environment, yet makes 
some common and 
noticeable errors 
 
Strives to vary oral 
communication as 
evidenced by some 
students demonstrating a 
lack of participation 
 
Occasionally uses 
vocabulary that is either 





as evidenced by using 
appropriate language, 
grammar, and word 









Communicates at an 
age appropriate level as 
evidenced by 
explaining content 








tones that are harsh 














positively but with some 
detectable negative 








positively with all 
stakeholders as 
evidenced by fostering 
conventional responses  
 
Demonstrates precise 











Disposition Associated indicators 











Does not respond to 
communications and 
does not submit all 
assignments 
 





boundaries of ethical 




personal life issues 







Functions as a group 
member with no 
participation  
Delayed response to 




Not consistently punctual 
and/or has absences 
 
Crosses minor 
boundaries of ethical 




life issues into the 
classroom/workplace, 
but this is kept to a 
minimum 
 
Functions as a 
collaborative group 
member as evidenced by 
minimal levels of 
participation towards 




Responds promptly to 
communications and 







boundaries of ethical 
standards of practice  
 
Keeps inappropriate 
personal life issues out 
of classroom/workplace  
 
Functions as a 
collaborative group 
member as evidenced 
by high levels of 
participation towards 
productive outcomes 








problems and rarely 
offers solutions 
 
Resists change and 
appears offended 
when suggestions 




flattened affect as 




Seeks solutions to 
problems with prompting 
 
May tentatively try new 
ideas/activities that are 
suggested yet is often 
unsure of how to proceed  
 
Overlooks opportunities 




solutions to problems 









affect with students as 
evidenced by verbal 







Disposition Associated indicators 

























evidenced by limited 
concept of how to 
improve 
 





Does not have 
awareness to alter 
lessons in progress 





Somewhat resistant to 
constructive feedback as 
evidenced by a lack of 





evidenced by needing 




Comes to class with 
some plans and most 
needed materials  
 
Aware that lesson is not 
working but does not 
know how to alter plans 
to adjust 
Accepts constructive 
feedback as evidenced 
by implementation of 
feedback as needed  
 
Learns and adjusts from 
experience and 
reflection as evidenced 
by improvements in 
performance  
 
Comes to class planned 
and with all needed 
materials  
 
Alters lessons in 
progress when needed 
as evidenced by ability 
to change plan mid-
lesson to overcome the 
deficits 
6. Exhibits an 
appreciation of 





(1996): 1b, 2a, 
2b; Marzano et 







embracement of all 
diversities  
 
Is challenged to 







Goes through the 
expected and superficial 
motions to embrace all 
diversities 
 
Strives to build a safe 
classroom with zero 
tolerance of negative 
behaviors towards others 
but needs further 
development in 
accomplishing this task  
 
Embraces all diversities 
as evidenced by 
implementing activities 
and behaviors with 
goals of total 
inclusiveness through 
cultural, ethnic, and 
cognitive frames of 
reference 
 
Creates a safe 
classroom with zero 
tolerance of negativity 
to others as evidenced 
by correcting negative 





Disposition Associated indicators 










(1996): 4c, 4d; 
Marzano et al. 
(2001): 55, 56; 
InTASC: 1(k), 
3(n), 3(q), 7(o) 
Is inflexible, as 
evidenced by 
inability to work 
well with others and 
does not accept 
majority consensus  
 
Tone exhibits a 
general lack of 
respect for others as 
evidenced by 
interruptions and 
talking over others  
 
Rarely collaborates 
or shares strategies 






Maintains a respectful 
tone in most 




strategies as evidenced 




flexibility as evidenced 
by providing 
considered responses 
and accepts majority 
consensus  
 
Maintains a respectful 
tone at all times, even 
during dissent as 
evidenced by not 
interrupting or talking 
over others  
 
Proactively shares 
















Is unable to self-
correct own 
weaknesses as 
evidenced by not 
asking for support or 
overuse of requests 
for support 
 
Does not conduct 
appropriate research 
to guide the 
implementation of 
effective teaching as 
evidenced by a lack 
of citations in work  
 
Is beginning to recognize 
own weaknesses and 
asks for support making 
some effort to become 
involved in professional 
growth  
 
Level of research needs 
further development to 
acquire fully and 
integrate resources 
leading to implementing 
different and effective 




evidenced by seeking 






styles as evidenced by 


















Disposition Associated indicators 














Marzano et al. 
(2001): 37, 38 
Demonstrates 
immaturity and lack 








resilience (grit) as 





feelings of others as 
evidenced by a lack 
of compassion and 
empathetic social 
awareness 
Demonstrates level of 
maturity to self–regulate 
after initial response is 









to feelings of others most 




and self-regulation as 
evidenced by remaining 
calm when discussing 




resilience (grit) as 
evidenced by tenacious 
and determined ability 




sensitivity to feelings of 





Note. Almerico et al. (2017). 
I triangulated the data utilizing a convergent parallel mixed methods model. The 
convergence model allowed the data to be analyzed separately and then merged 







Convergent Parallel Mixed Method Design  
 
Note. Creswell (2014). 
I analyzed the data separately and then combined the qualitative and quantitative 
data to compare the results to identify if there was a correlation (Creswell, 2014).  
I proposed to use the Pearson correlation statistical test to identify if there was a 
correlation between the EDA results, the open-ended survey protocol responses, and the 
teacher NCFE scores. The Pearson correlation is used to determine the strength and 
direction of a linear relationship between two continuous variables (Laerd Statistics, 
2017). The rationale for the mixed method research design allowed me to collect, 
analyze, and combine quantitative and qualitative methods to answer the research 
questions (Creswell, 2015a). 
The study researched teacher social and behavioral responses to answer the 
research questions. The study utilized multiple sources of data collection through 
observations from self-assessments, administrator observations, and researcher 
observations utilizing the EDA. The data were triangulated to include different 
perspectives in the study providing enhanced validity and reliability (Creswell, 2015b).  




to formally assess teacher dispositions. The EDA is aligned to the CAEP and InTASC 
standards and is research based. The purpose of the assessment instrument was to collect 
valid and reliable measures of teacher dispositions as a foundation for the study. The 
EDA was developed using psychometric properties, to scale, to collect results of teacher 
dispositions of construct validity and estimates in inter-rater reliability (Almerico et al., 
2018). The EDA consists of nine dispositions and 27 associated indicators. The order of 
the dispositions is indicative of importance. The EDA uses a 3-point Likert scale: 0, 
needs improvement; 1, developing; and 2, meets expectations (Almerico et al., 2017). 
The purpose of the teacher observations was to triangulate the behaviors observed with 
the responses from the EDA in order to understand the different perspectives and to build 
a coherent justification for the study (Creswell, 2015b).  
Research Setting 
 The study was completed in a secondary year-round public school in central 
North Carolina. The identified school has a total of 1,112 students in Grades 6-8. The 
school’s demographics were as follows: 13% Asian, 3% Hispanic, 8% African American, 
63% Caucasian, and 3% two or more races. Fifteen percent of the students are eligible for 
the free and reduced lunch program. There are a total of 70 classroom teachers: 100% are 
fully licensed, 34.3% have advanced degrees, and 21 hold National Board certification. 
The years of teaching experience at this school varied from 10 teachers (14%) with less 
than 3 years of teaching experience, 12 teachers (17%) with 4-10 years of teaching 
experience, and 48 teachers (69%) with 10 or more years of teaching experience.  
 I selected this school for the following reasons: (a) bias was absent due to me not 




elementary school settings and am not familiar with the teachers who work in this school. 
This allowed for complete impartiality toward the instruction to be observed; (c) I had no 
preconceptions of the teachers prior to the study and would be able to provide reliable 
responses to the observation tool; and (d) the principal and assistant principal expressed 
great interest in having the study conducted at their school as they believe the topic to be 
of great importance in the school district and are curious about the study results and how 
they might move forward following the study.  
Participants 
I met with the principal and the assistant principal to discuss the details of the 
study. I stated the need for an administrator to take part in the observations and agree to 
be trained by the professors who developed the EDA for rater calibration training. The 
administrator chosen to conduct the observations was the assistant principal. The assistant 
principal took the 1-hour rater calibration training, along with me, in order to establish 
strong inter-rater reliability using the EDA. I requested a date to meet with the staff at the 
school for a brief meeting to explain the study and asked for at least six participants from 
each grade level. I planned to meet with teachers during a staff meeting. Teachers heard a 
brief explanation of the study and the need for participants who had been teaching at the 
school for at least 3 consecutive years in order to provide overall EOG scores. A 
volunteer sheet was provided following the explanation of the study for teachers to sign if 
willing to participate. Once I received approval to conduct the study, each confirmed 
participant signed an informed consent to participate with full confidentiality (Appendix 
F). Three teachers volunteered from sixth grade, two teachers volunteered from seventh 




teacher participants are described in Table 2.  
Table 2 
Demographics of Teacher Participants 
Teacher Grade level taught Years of experience Years of experience in 
current grade level 
001 6 23 16 
002 6  21 20 
003 6 16 10 
004 7 21 12 
005 7 4 4 
006 8 24 1 
007 8 15 15 
008 8 14 5 
 
 Teachers are departmentalized and teach a specific content area. Since content 
area is not a focus for this study, I had no concerns related to teacher subject area 
responsibilities.  
Researcher’s Role  
I was the observer in the study. First, I emailed the teachers to complete a 
demographic questionnaire about their teaching experience. Following the completion of 
demographics collection, using the EDA, I observed each teacher twice: once during an 
instructional lesson and the second during a teacher meeting to observe what teachers 
were saying about students. Once all observations were completed, I sent out a set of 
eight written response questions to be completed by the teachers as part of the 




EDA for each teacher to complete a self-assessment. Following the completed self-
assessments, I then held a virtual focus group meeting with the teachers. The purpose of 
the focus group was to gain additional evidence of participant understanding and 
commitment of specific dispositions within the study. My role was to gather a number of 
different ideas and opinions in the time allocated. A set of nine predetermined questions 
were created based on the feedback from the written response questions. 
Research Procedures and Instrumentation 
To initiate the study, I contacted the teachers and requested teacher demographic 
information such as their name (indicated as 001, 002, 003, 004, etc.), grade level taught, 
years of experience, and years of experience in current grade level. Also attached to the 
demographic information were two general questions: (a) What have you experienced in 
education that has challenged your beliefs and values in the learning environment; and 
(b) What situations have influenced or affected your beliefs and values from your 
experiences?  
I coded the qualitative data from the two general questions using the Dedoose 
program. The Dedoose program is a data visualization engine designed to reveal hidden 
patterns and themes within the data (Dedoose, n.d.). I involved an additional outside 
researcher who is familiar with mixed method research and has received a doctoral 
degree to assist in the coding to provide valid and reliable information.  
Once I received the responses and demographic information from each teacher, I 
worked with the administrator to determine the time frame for administrator and 
researcher observations to occur within the next 18 weeks. The teachers were informed 




quarters to observe an instructional lesson using the EDA. I informed the teachers that the 
observations would be unannounced. Additionally, within the first and/or second quarter 
of the school year, I also observed the teachers during a tier talk meeting. The purpose of 
tier talk meetings was to make plans for students who are not responding to Tier 1 (core) 
instruction and have shown they need more support. The teachers discuss the needs of 
their students and design Tier 2 (supplemental) plans with research-based strategies for 
the students. Teachers also discuss their progress monitoring and possibilities of moving 
students who are not responding to Tier 2 strategies to Tier 3 (intensive).  
Following the observations, I had created a set of eight written response questions 
for each teacher to complete individually. The eight written response questions were 
created to answer Research Question 1, “What professional dispositions impact student 
success in the learning environment as measured by NCFE data?” 
Written Response Questions 
1. What have you experienced in education that has challenged your beliefs and 
values in the learning environment?  
2. What situations from your experiences have influenced or affected your 
beliefs and values? 
3. What behaviors do you exhibit that contribute to your students' success and 
how is that evidenced in your teaching? 
4. What enables students to succeed? 
5. In your opinion, what does an excellent teacher look like? 
6. Why is teaching an important profession and where does it rank in importance 




7. In what ways do you know that teachers believe that all students can learn? 
8. What beliefs about students and teaching do you hold that contribute to your 
students’ success? 
I obtained a schedule of the participating teachers’ instructional times and tier talk 
meeting times to organize a schedule for my observations. The assistant principal was 
familiar with the teachers’ schedules and completed the EDA observations throughout the 
day with as many teachers as possible during the first and/or second quarters. The 
assistant principal’s visit was unannounced. She observed each teacher once for a 50-
minute instructional lesson using the EDA over the course of 18 weeks. Throughout the 
18 weeks, I visited two to three teachers’ classrooms for a 50-minute observation either 
during instruction and/or tier talk meeting.  
Once the observations and written response questions were completed, I sent out 
the EDA self-assessment to be completed by each teacher individually and they then sent 
it back to me. I chose to have the teachers complete the self-assessment after the 
observations so as not to persuade or sway their behaviors during observations. I 
explained the EDA and asked the teachers to select an instructional lesson they presented 
during the day to self-assess.  
At the end of the 18-week period, or when all observations, written response 
answers, and EDA self-assessments were completed, I contacted each of the participating 
teachers to schedule a time to meet as a virtual focus group. The original proposal stated 
the focus group would meet face to face; but due to the Coronavirus Disease 2019 
(COVID-19), a disease that was identified in late 2019 and declared a pandemic on 




Google Meet. A set of predetermined questions were written based on the feedback from 
the written response questions completed. The discussion was free flowing with the 
opportunity for one person’s comment to stimulate and influence another person. It was 
important to note the questions about their experiences and thoughts pre-COVID-19. 
Upon consensus of the participants, the focus group discussion was recorded but not 
shared with anyone other than me. The discussion was scheduled to last 90 minutes.  
Data Collection  
 The research questions would be answered based on the data collection and 






Data Collection and Analysis Plan 
Research questions Data Data collection Data organization Data analysis 
1. What professional 
dispositions impact 
student success in the 
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Written Response Questions 
The qualitative data collected for this study included Written Response Questions 
1-8:  
1. What have you experienced in education that has challenged your beliefs and 
values in the learning environment?  
2. What situations from your experiences have influenced or affected your 
beliefs and values? 
3. What behaviors do you exhibit that contribute to your students' success and 




4. What enables students to succeed? 
5. In your opinion, what does an excellent teacher look like? 
6. Why is teaching an important profession and where does it rank in importance 
compared to other professionals? 
7. In what ways do you know that teachers believe that all students can learn? 
8. What beliefs about students and teaching do you hold that contribute to your 
students’ success? 
I asked participants to respond to the eight questions in written form. The 
responses were coded for themes using the Dedoose program and then compared to the 
observational data. 
 The quantitative data collected for this study included NCFE (teacher overall 
scores of 3 consecutive years), EDA self-assessments, and EDA observations. 
NCFE Data 
Teachers provided me with 3 consecutive years of NCFE data. One average score 
was determined from the 3 consecutive years of data. I correlated the dispositions to the 
average NCFE data to identify a significant correlation.  
EDA Self-Assessment 
Teachers completed a self-assessment based on an instructional lesson recently 
taught or remembered. The participants completed the self-assessment after the 
observations had been completed so as not to sway authentic actions or behaviors from 
the participants. The Likert scale was used to assess the dispositions as either needs 
improvement, developing, or meets expectations. A total average composite score was 





The assistant principal observed the participants one time, for 50 minutes, during 
an instructional lesson. The same Likert scale was used to assess the dispositions as either 
needs improvement, developing, or meets expectations. A total average composite score 
was determined across the nine dispositions. I used the same EDA and observed the 
participants twice: once conducting an instructional lesson and once during a tier talk 
peer meeting. An average of the three scores was used to compare with the quantitative 
data.  
Data Analysis 
 I conducted a phenomenological research study using a mixed methods design. 
The qualitative data and the quantitative data were converged to determine the correlation 
between teacher dispositions and their NCFE data. Within the analysis there were two 
variables to assess: the triangulated self-assessment, administrator’s observation, and 
researcher’s observation using the EDA; and teacher NCFE data. The Pearson correlation 
would measure the strength and direction of the relationship between the two ordinal 
variables (Laerd Statistics, 2017, p. 1). Pearson calculates a coefficient, rs or ρ, which is a 
measure of the strength and direction of the association/relationship between two 
continuous or ordinal variables (Laerd Statistics, 2017). There were three assumptions I 
needed to consider when analyzing the data: 
1. The two ordinal variables can be measured continuously. 
2. The two variables signify paired observations.  
3. I must determine if there is a monotonic relationship between the two 




shows high growth, so does the value of the dispositions (Laerd Statistics, 
2017). 
 Upon analysis of the data, I determined the best statistical test to use was the 
Pearson correlation. Like the Spearman’s’ Rho, the Pearson correlation is used to 
determine the strength and direction of a linear relationship between two continuous 
variables (Laerd Statistics, 2017).  
 The NCFE data ranked students on a continuous scale and could be calculated and 
measured. I took an average score of teacher overall NCFE data over 3 consecutive years.  
I found the percentage growth between the NCFE data and the EDA observations. 
The EDA observations used a Likert scale. The Likert scale is used to assess the 
dispositions as either needs improvement, developing, or meets expectations. A total 
average composite score was determined across the nine dispositions. The single 
disposition score was correlated with the NCFE data to look for a correlation between 
teacher disposition and student growth. The self-assessment was also correlated with 
student growth. 
The qualitative data consisted of the teachers’ written responses to eight 
questions. The written responses were coded for themes using the Dedoose program and 
converted to ordinal values. My design and each of the identified variables complied with 
the assumptions of the Pearson correlation and proved to be applicable for this study. The 
Pearson correlation provided me with a chart indicating the correlation coefficient and the 






The Pearson Correlation Coefficient 
Coefficient value Strength of association 
0.1< I r I < .3 Small correlation 
0.3 < I r I < .5 Medium/moderate correlation 
I r I > .5 Large/strong correlation 
 
Note. Laerd Statistics (2017). 
 The Pearson correlation is designed to measure the relationship between two 
factors—as one increases the other increases and to what extent. The Pearson correlation 
requires continuous data which can fall anywhere between 0-100. 
Limitations 
 It was assumed the limitations in the study would include the number of teacher 
participants available, travel and work time for me, and teacher awareness of my study. 
The number of teacher participants was unknown at this time, but I knew that even a 
small number of willing participants may not provide the larger picture for the study 
results. I was employed in the same county in which I conducted the study. Challenges 
such as scheduling, working around testing days, and travel occurred during the time 
spent conducting observations with the teachers. The teachers were provided some 
information about the study which limited authentic actions, behaviors, and responses 
demonstrated by the teachers.  
Delimitations 
 I chose to have the assistant principal only observe one time because they were 




teacher scores. Another delimitation included my choice to utilize the EDA in this study 
over other researched disposition assessment tools.  
Summary  
 This study applied the phenomenological research approach to develop a deeper 
understanding of the features of professional dispositions and understanding of teacher 
shared experiences in the learning environment. In order to enhance reliability, the 
assistant principal and I participated in calibration training of the EDA. The research 
design used a mixed methods study which included the following data collection: eight 
written response questions, self-assessment using the Likert scale, and observations also 
using the Likert scale. Themes of the qualitative data responses were coded using the 
Dedoose program. The qualitative composite scores and quantitative data average scores 
were correlated to identify if there was a relationship between the two variables. The 





Chapter 4: Results 
Restatement of Purpose 
 As stated in Chapter 1, the purpose of this study was to distinguish if there was a 
disconnect in the relationship between professional teacher dispositions that might have a 
profound impact on the success or lack of success of students in school. The study 
determined if dispositions practicing teachers demonstrated correlated with the 
dispositions they stated they practiced and if these dispositions supported student success.  
 Chapter 2 explained the history of teacher dispositions throughout education and 
defined the definition and importance of teacher dispositions in the school environment.  
 Chapter 3 described how phenomenological research would be used to conduct 
this study to identify what each teacher had in common with the phenomenon of 
professional dispositions. The Pearson correlation was used to identify if there was a 
correlation among the EDA, the written response questions, and teacher NCFE data.  
 Chapter 4 discusses the data analysis results from this study. A thorough 
explanation for the use of the statistical test and the process of coding the qualitative data 
for the written response questions and focus group meeting is explained in this chapter. 
Also included are descriptive statistics to describe qualitative data collected. The results 
of this mixed methods study are provided for each data source collected.  
Descriptive Data 
Participants 
As described in Chapter 3, the participants were eight secondary school teachers 
from a large district in central North Carolina. The teachers’ years of experience ranged 




included sixth through eighth grade. Each teacher volunteered for the study and was 
given an explanation of the data to be collected. Gathering demographic information 
involved asking each teacher two general questions: 
1.  How did you obtain your teaching degree? 
2.  Did your educational path include teacher licensure through a traditional or 
nontraditional program such as an alternative licensure, lateral entry, or 
regular education program?  
 Seven of the eight teachers obtained their degree and teacher certification through 
a traditional education program from a university. One teacher, upon college graduation, 
obtained licensure in an education for adults degree program: Legal Education 
Accelerated Degree Program.  
Observational Quantitative Data 
Observational data were used to examine the correlations of teacher dispositions 
and student achievement to answer Research Question 1, “What professional dispositions 
impact student success in the learning environment as measured by NCFE data?”  
 Teachers were observed a total of three times. An assistant principal observed one 
time for 50 minutes during an instructional lesson. I observed two times, once during an 
instructional lesson and the other during a tier talk meeting. The tool used to conduct the 
observations was the EDA. It was a valid and reliable assessment tool initially used to 
inform teacher candidates of a program’s dispositional expectations as well as to assess 
baseline dispositional data which were monitored throughout a teacher candidate’s 
program (Almerico et al., 2017). I utilized the EDA to assess currently practicing 




evaluative instruments used to measure professional dispositions (Almerico et al., 2017). 
The EDA used a 0 to 2 Likert scale to address CAEP and InTASC standards. 
 The EDA was utilized to measure the dispositions of teachers from four 
observable perspectives: tier talk observations, researcher classroom observations, 
administrative observations, and teacher self-assessment. For each perspective, I 
completed the EDA based on the criteria of each of the nine areas using the Likert scale 
of 0, needs improvement; 1, developing; and 2, meets expectations. These data were 
utilized to derive a composite score for each of the four observation types. Composite 
computation was done by calculating the mean of the nine areas and setting scores on a 0-
100 scale. Two thirds of the EDA items were required to be present to derive a score for 
each teacher. Due to the nature of the tier talk meetings, numerous items were not 
applicable; therefore, only five of eight teachers had enough data to derive an EDA 
composite for this observation type. Additionally, due to the COVID-19 pandemic, I was 
unable to complete all eight of the tier talk observations. These observations were not 
used in the final analysis. 
 Table 5 exhibited observations of the four observation types. Researcher 
classroom observations shared mean scores near 70. Administrator and teacher self-






EDA Composite Descriptive 
EDA composite score N Minimum Maximum Mean Std. deviation 
Tier talk meetings 5 58.45 82.08 70.29 8.76 
Researcher observation 8 55.31 86.77 70.82 10.75 
Administrator observation 8 54.26 100.00 83.50 13.91 
Teacher self-assessment 8 81.56 100.00 90.46 7.43 
 
Administrator observations were higher than researcher observation scores. This 
might be attributable to the administrator being more familiar with the teachers overall, 
thus implying a more well-rounded understanding of the teachers’ dispositions. The 
highest mean scores came from the teacher self-assessments.  
Student Achievement Data 
The student achievement data were based on the NCFE or final course grade 
results for each teacher. Up to 3 consecutive academic years were averaged for each 
teacher to obtain a more holistic measure of teacher effectiveness on student 
achievement. Due to varying subjects and grades taught among the studied teachers, the 
NCFE or final course grade scores were normalized to allow for a standard scale to be 
applied to the analysis.  
As there was not a common score type (NCFE, final course grade) available for 
analysis in which to measure student achievement (at the teacher-level) consistently, the 
analysis utilized the scores available.  
Student z scores were calculated by dividing the difference between the actual 




sample’s maximum and minimum scores. 
Table 6 
NCFE Assessments – Standardized Descriptive 
 N Minimum Maximum Mean Std. deviation 
Average normalized student 
achievement score 
8 0.59 0.76 0.70 0.07 
 
 Table 6 was constructed by taking the average of student scores for each teacher 
within the 3 years being utilized for the study and the average of the subject’s 
standardized scores across the 3 years. For each subject, the minimum and maximum 
range of that test was applied and normalized against the minimum and maximum. This 
supported being able to define where the scores fell in the range of the test relative to the 
subject. This was done for each subject area to obtain a normalized score for analyzing 
the data across all eight teachers on the same scale. Those scoring above the average of 
0.7 indicated higher student success, and those scoring lower indicated lower student 
success.  
Correlations of EDA and NCFE Scores 
The two measures in this analysis, EDA composites and NCFE standardized 
scores, were both continuous in nature. To examine the correlation between the NCFE 
student scores and the three separate observation types of EDA scores, the Pearson 






Pearson Correlations of EDA and NCFE Student Scores 



















0.82 0.06 0.13 
N 8 8 8 
 
As seen in Table 7, there was no correlation (0.10) between the researcher-
observed EDA score and student achievement. The Pearson statistic exhibited a moderate 
to strong correlation between the administrator-observed and self-assessed EDA scores 
with student achievement. It was important to note that all three of these correlations 
were not statistically significant (p value > 0.05). The lack of significance could likely be 
attributed to the small sample size, indicating a potential need for further research and 
larger sample sizes.  
Relationship of Teacher Dispositions and Student Achievement 
Scatterplots displayed the NCFE student scores in relation to the EDA researcher 
composite score, the EDA administrative composite score, and the EDA teacher self-
assessment composite score. Figures 4-6 are scatterplots. Each dot represents a teacher’s 
NCFE student and EDA composite scores. Figure 4 represents the EDA researcher 






NCFE Scores by EDA Researcher-Observed Scores 
 
 The EDA researcher observation plots showed the lesser defined relationship as 
indicated in Figure 4. 






NCFE Scores by EDA Administrator-Observed Scores 
 
Figure 5 showed a more defined moderate to strong relationship emerging. This 
was supported by the Pearson correlation statistic from Table 7. Its low sample size likely 
reflected why the p value was > 0.05. The relationship was not statistically significant. 






NCFE Scores by EDA Teacher Self-Assessment Scores 
 
 There was a moderate to strong correlation in the EDA teacher self-assessments 
supported by the Pearson correlation statistic from Table 7. 
 The researcher-observed EDA plot showed a lesser defined relationship. There 
was little connection between the EDA scores and student achievement. These 
phenomena could be explained by the lack of familiarity of the rater with the teachers. 




more defined relationship emerging. The administrator worked with the teachers on a 
regular basis and would have a more comprehensive understanding of the teachers’ 
dispositions than me, because I observed only a single class for each teacher. 
The EDA administrative and teacher self-assessment (Figures 5 and 6) display 
five teachers who scored above the average of 0.7, which indicates higher student 
success. These teachers (002, 003, 004, 006, and 007) were analyzed by me for 
disposition trends as higher performing teachers. Using the same figures, three teachers 
(001, 005, and 008) were analyzed by me for disposition trends as lower performing 
teachers. 
Correlations of Dispositions and Administrative Observations, Researcher Classroom 
Observations, and Teacher Self-Assessments 
Dispositions represented on the EDA were a categorized description of teacher 
behaviors that affected a positive influence in the professional setting and promoted gains 
in Pre-K-12 student learning (Almerico et al., 2017).  
Table 8 combines the administrative, researcher classroom observations, and 
teacher self-assessment counts into one table. This table represents the EDA ratings of 0, 
needs improvement; 1, developing; and 2, meets expectations. When using the EDA with 
teacher candidates, scores from an initial assessment could be compared with scores from 
later assessments to determine effectiveness and disposition growth. In this study, I used 
descriptive statistics with the data for identification of disposition trends and patterns by 






Disposition Counts by EDA Observations 










1 Effective oral communication 
skills 
Admin 0 2 22 
1 Effective oral communication 
skills 
R 2 6 16 




0 2 22 
  Total 2 10 60 
2 Effective written communication 
skills 
Admin 0 3 13 
2 Effective written communication 
skills 
R Not Observed Not 
Observed 
Not Observed 




0 3 13 
  Total 0 6 26 
3 Professionalism Admin 0 3 37 
3 Professionalism R 0 9 30 
3 Professionalism Self- 
Assessment 
0 4 36 
  Total 0 16 103 
4 Positive and enthusiastic attitude Admin 0 13 11 
4 Positive and enthusiastic attitude R 1 9 11 
4 Positive and enthusiastic attitude Self- 
Assessment 
0 8 17 






















5 Preparedness in teaching and 
learning 
Admin 1 6 25 
5 Preparedness in teaching and 
learning 
R 6 9 15 




0 0 32 
  Total 7 15 72 
6 Appreciation of and value for 
cultural and academic diversity 
Admin 0 4 12 
6 Appreciation of and value for 
cultural and academic diversity 
R 0 11 5 
6 Appreciation of and value for 
cultural and academic diversity 
Self- 
Assessment 
0 1 15 
  Total 0 16 32 
7 Collaborates with stakeholders Admin 0 8 16 
7 Collaborates with stakeholders R 1 10 11 
7 Collaborates with stakeholders Self- 
Assessment 
0 10 14 
  Total 1 28 41 
8 Self-regulated learner  Admin 2 10 4 
8 Self-regulated learner R 1 12 2 
8 Self-regulated learner Self- 
Assessment 
0 66 10 


























9 Social and emotional intelligence Admin 0 9 15 
9 Social and emotional intelligence R 2 10 11 
9 Social and emotional intelligence Self- 
Assessment 
0 4 20 
  Total 2 23 46 
  
  From Table 8, when analyzing using only the administrator observation filter, 
effective oral communication, professionalism, and preparedness in teaching and learning 
were the highest observed dispositions that met expectations. When analyzing using only 
the teacher self-assessment filter, effective oral communication, professionalism, 
preparedness in teaching and learning, and social and emotional intelligence had the 
highest counts using the meet expectations criterion measure. Overall, the most observed 
dispositions that met expectations when combining three observation types (researcher 
classroom observation, administrator observations, teacher self-assessment) were 
professionalism, preparedness in teaching and learning, and effective oral 
communication.  
Combined EDA Composite Scores 
Table 9 was constructed by combining EDA scores for three different types 
(teacher self-assessment, administrator observations, and researcher observation) for each 
teacher. For each of the EDA composites, the computation was done by calculating the 
mean of the nine areas and setting scores to a 0-100 scale. Two thirds of the EDA items 
were required to be present to derive a score for each teacher; therefore, tier talk 




score for each teacher.  
Table 9 


















001 0.63 58.65 84.26 88.33 77.08 
002 0.76 55.31 93.52 98.75 82.53 
003 0.72 86.77 92.59 82.08 87.15 
004 0.76 76.56 80.09 100 85.55 
005 0.6 73.0 85.19 87.5 81.90 
006 0.8 78.4 100 87.5 88.65 
007 0.7 63.3 78.06 97.92 79.77 
008 0.6 74.5 54.26 81.56 70.10 
 
Higher performing teachers (002, 003, 004, 006, and 007) had a combined EDA 
administrator composite score of 88.85; and lower performing teachers from the same 
grouping (001, 005, and 008) had a combined administrator EDA composite score of 
74.6. A higher score from the higher performing teachers indicated more dispositions 
were observed with the higher performing teachers than observed with the lower 
performing teachers. Higher performing teachers (002, 003, 004, 006, and 007) had a 
combined EDA self-assessment composite score of 93.25; and lower performing teachers 
from the same grouping (001, 005, and 008) had a combined teacher self-assessment 
EDA composite score of 85.8. Teachers were instructed to rate themselves on the EDA 




to COVID-19. The meets expectation rating indicated the teacher had considerable 
evidence of understanding and commitment to the disposition being rated. More 
dispositions that met expectations were rated by the higher performing teachers than the 
lower performing teachers. The administrator-observed dispositions composite score for 
higher performing teachers was 88.85, and the teacher self-assessment disposition 
composite score for higher performing teachers was 93.25. This indicated teachers said 
they met expectations at a higher rate than the administrator observed the dispositions.  
The data established higher performing teachers indicated they met expectations 
at a higher rate than the administrator observed the dispositions; however, it cannot be 
concluded which, if any, dispositions impacted student success in the learning 
environment. The disposition data are further analyzed in the next sections to determine 
the correlations of observed dispositions and student achievement. 
Observational Disposition Data 
The disposition data were used to examine the correlations of teacher dispositions 
and student achievement to answer Research Question 2, “What observed behaviors do 
effective practicing teachers demonstrate that stimulate student success as measured by 
NCFE data?” Table 10 exhibits administrative observations on the EDA rating of 2, 
meets expectations. Five teachers’ standardized NCFE student scores, above 0.7, were 
grouped as higher performing and three teachers’ standardized NCFE student scores, 
below 0.7, were grouped as lower performing. The Pearson statistic exhibited a moderate 
to strong correlation between the administrator-observed EDA scores with student 
achievement. Descriptive statistics were used with the data for identification of 




et al., 2017). 
Table 10 
Administrator Disposition Counts by Higher and Lower Performing Teachers 










24 Professionalism 13 
Preparedness in teaching and 
learning 
 
16 Preparedness in teaching and 
learning 
9 
Effective oral communication 
skills 
 
14 Effective oral 
communication skills 
8 




Social and emotional 
intelligence 
12 Appreciation of and value 










Positive and enthusiastic 
attitude 




Appreciation of and value for 
cultural and academic diversity 




Self-regulated learner 4 Self-regulated learner 0 
  
 From Table 10, administrative observations identified three top dispositions: 




learning as the most observed dispositions for both the higher performing and lower 
performing teachers. Administrator observations noted two additional dispositions, 
collaborates with stakeholders and social and emotional intelligence, with counts that 
included them in the top five of nine. Counts for the lower performing teachers for these 
same two dispositions placed in the bottom four of nine, indicating these two dispositions 
were not observed as much with the lower performing group. The counts for the higher 
performing group of teachers were higher for every disposition than the counts for the 
lower performing group.  
Written, Focus, and Self-Assessment Data  
Written Response Questions 
The eight written response questions were created specifically in relation to 
Research Question 1, “What professional dispositions impact student success in the 
learning environment as measured by NCFE data” and Research Question 3, “To what 
extent do observed behaviors correlate between teacher self-professed dispositions and 
observations of an administrator?” The questions were emailed individually to each 
teacher. Teachers were asked to return their responses upon completion. I utilized the 
Dedoose program to code for themes and patterns in teacher responses. The codes used to 
analyze the written responses were the following nine EDA dispositions: 1, appreciation 
of and value for cultural and academic diversity; 2, collaboration with stakeholders; 3, 
effective oral communication skills; 4, effective written communication skills; 5, positive 
and enthusiastic attitude; 6, preparedness in teaching and learning; 7, professionalism; 8, 
self-regulated learner; and 9, social and emotional intelligence. It should be noted that 




this section, due to the nature of the activity requested as a written response only. 
Disposition 4 (effective written communication skills) was not mentioned in the final 
results, as the disposition was meant to identify behaviors in using appropriate grammar 
and word choice, encouraging participatory behaviors of students, and explaining content 
specific vocabulary for students. For analysis purposes, these dispositions were blacked 
out.  
 It was important to note the numbering differences between the EDA dispositions 
format and the Dedoose program disposition format. To rectify this issue, I referred to the 
name of the disposition when identifying trends and patterns. 
After the written response questions were coded for themes and patterns using the 






Code Application–Written Response 
 
Note. Dedoose (n.d). 
Appreciation of and value for cultural diversity, positive and enthusiastic attitude, 
and social and emotional intelligence were coded from the Dedoose program with most 
applications or counts.  
All eight teachers were grouped as higher or lower performing depending on a 
score of .07 and above for higher performing and below a score of .07 for lower 




these two groupings. 
Table 11 
Written Response Comparison of Higher and Lower Performing Teachers 








Appreciation of and value 
for cultural and academic 
diversity 
 
22 Appreciation of and value 
for cultural and academic 
diversity 
22 
Positive and enthusiastic 
attitude 
 
21 Social and emotional 
intelligence 
22 
Social and emotional 
intelligence 
 
14 Positive and enthusiastic 
attitude 
16 









Self-regulated learner 3 Collaborates effectively 
with stakeholders  
 
9 
Preparedness in teaching 
and learning 
3 Professionalism 7 
 
The higher and lower performing groups identified the same three dispositions 
above their respective mean. These dispositions were appreciation of and value for 
cultural and academic diversity, positive and enthusiastic attitude, and social and 
emotional intelligence. The higher and lower performing teachers both wrote about 




for both groups. The teacher participants incorporated responses about a safe and 
sufficient learning environment which included embracing diversity. This disposition is 
encouraged throughout the curriculum and the district vision, mission, and beliefs in the 
district where the research was conducted. 
The following summaries of the responses found in Tables 12-19 for each 
question were provided in the order the questions were written. All teacher participant 
responses were considered when providing evidence of the written disposition within the 
questions.  
Question 1: What have you experienced in education that has challenged 
your beliefs and values in the learning environment? Answers to this question 
revealed that Disposition 8 (self-regulated learner) was mentioned seven times.  
Table 12 
Question 1 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 3 2 0 1 3 4 1 7 5 26 
 
 Teachers 001, 002, and 008 mentioned several challenges they found related to 
issues of time, self-reflection, and interest in being self-regulated learners. Teacher 001 
wrote, “There is a ton of research to support the need for recess and the importance of 
brain breaks, but most educators resist the idea.” Teacher 002 wrote, “I used to think that 
teaching was just showing up and making sure that kids understood the content. Now, we 
seem to be responsible for the whole student-content and social emotional development.” 
Teacher 008 wrote,  




that though you tried to do your best at the time and applied all of your skill and 
knowledge, you did not fail your former students, but have become a better 
teacher for your current students. 
Although challenging their beliefs and values, these teachers were able to recognize their 
own weaknesses and teaching styles as evidenced in their responses indicating a strong 
awareness of Disposition 8 (self-regulated learner). Disposition 7 (professionalism) was 
not indicated by the teachers as a challenge they faced relating to changing their beliefs 
and values in the learning environment.  
 Question 2: What situations from your experiences have influenced or 
affected your beliefs and values? Responses to this question identified Disposition 5 
(positive and enthusiastic attitude) and Disposition 7 (professionalism) to be the most 
influential.  
Table 13 
Question 2 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 1 0 0 1 3 1 3 1 2 12 
 
 Four of the eight teachers indicated positive teacher attitudes, student 
relationships, and ethical and honest behaviors as top priorities that influenced or affected 
their beliefs and values. Teacher 006 wrote, “I have been most influenced by the 
relationships formed with my students. They have to know that I am for them.” Teacher 
007 wrote, “Ethical and honest behavior were top priorities in my household growing up. 
I believe in finding the good, doing your best, honoring your history, speaking the truth, 




professional boundary of ethical standards of practice and demonstrating positive affect 
with students in building relationships.  
 Question 3: What behaviors do you exhibit that contribute to your students' 
success, and how is that evidenced in your teaching? Disposition 5 (positive and 
enthusiastic attitude) was mentioned nine times as a behavior teachers felt they exhibited 
the most that contributed to their students’ success.  
Table 14 
Question 3 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 5 4 0 1 9 3 2 4 3 31 
 
 Six of the eight teachers wrote of demonstrating Disposition  5 (positive and 
enthusiastic attitude). They mentioned behaviors such as smiling, using positive 
expressions and tones, being welcoming and kind, and showing encouragement that all 
their students could be successful. Teacher 007 wrote,  
I smile every day. It sounds so simple, but it really makes a difference. I actually 
like teaching and being with my students, so showing them that with the 
expressions and tone I use in the classroom makes a difference. 
This teacher’s response demonstrated the appropriate positive affect with students, as 
evidenced by verbal and nonverbal cues.  
 Question 4: What enables students to succeed? Teachers mentioned 
Disposition 1 (appreciation of and value for cultural and academic diversity) nine times. 
All teachers mentioned the following teacher behaviors they believed enabled students to 




and having students trust in them. The majority indicated that they must create a safe and 
sufficient learning environment which also included embracing diversity.  
Table 15 
Question 4 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 9 3 0 1 6 0 2 0 3 24 
 
 Teachers 002 and 008 wrote that meeting all their students’ needs, creating an 
environment where all students felt comfortable asking questions, and letting students 
know they were cared for contributed to a positive learning environment. Teacher 008 
wrote,  
A least restrictive environment-a safe place where students feel comfortable 
asking questions and being wrong, knowing that it is ok as long as they work to 
understand why they were wrong and caring that every student has needs in 
different ways. 
Teachers did not mention being prepared in their teaching and learning or being self-
regulated learners as contributors to student success.  
 Question 5: In your opinion, what does an excellent teacher look like? 







Question 5 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 4 2 0 1 6 6 2 3 8 32 
 
 Disposition 9 (social and emotional intelligence) spoke of demonstrating 
perseverance and resilience (grit) while also demonstrating sensitivity to feelings of 
others. All eight teachers indicated the importance of being student centered and making 
connections between students’ real lives with the content and skills they were required to 
teach. They also mentioned how excellent teachers could handle difficult situations on a 
case-by-case basis and remember at the end of the day that the student came first. 
Teacher 008 wrote, 
I would say that an excellent teacher is one that actively strives to help students to 
better their lives, is able to appreciate wins and not dwell on losses, reflects on 
their practices to be a better practitioner, and believes that each and every student 
has the ability to grow and make the world better. 
 Question 6: Why is teaching an important profession, and where does it rank 
in importance compared to other professionals? Dispositions 5 (positive and 







Question 6 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 3 1 0 1 4 1 3 0 4 17 
 
 Teachers noted that they could positively or negatively impact students in the 
learning environment. Several considered teaching as the number one profession in the 
world, and that teachers could spark a student’s interest in what they might study or 
become in the future. Teacher 001 wrote,  
Over the course of a thirty-year career, a teacher will positively or negatively 
impact thousands of children. Futures can be shaped by what we do in the 
classroom. We have the opportunity to shape children’s knowledge, character, 
and confidence. That’s pretty darn important.  
Several times both dispositions were combined in one or two sentences to explain this 
question.  
 Question 7: In what ways do you know that teachers believe that all students 
can learn? Disposition 1 (appreciation of and value for cultural and academic diversity) 
was mentioned two times.  
Table 18 
Question 7 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 2 0 0 1 1 1 0 0 1 6 
 




regardless of their address, disability, or background, I know they believe all students can 
learn.” Teacher 003 wrote,  
First of all sadly, not all teachers believe that all students can learn. But for those 
of us that do, you can tell by how they treat students. What type of work and with 
how much rigor and what they expect as a product from the student. 
These responses were recognized through their reflection of the following behaviors/ 
beliefs: demonstrated high expectations for all students regardless of their demographics 
or cultures, analyzed student performances and accommodated their instruction for 
learning, taught students to have a good work ethic and motivated those who did not, met 
students where they were, and did not give up on those who struggled.  
 Question 8: What beliefs about students and teaching do you hold that 
contribute to your students’ success? This question was coded 10 times for Disposition 
1 (appreciation of and value for cultural and academic diversity).  
Table 19 
Question 8 Code Application 
Disposition 1 2 3 4 5 6 7 8 9 Totals 
Code application 10 0 0 1 0 0 0 0 2 13 
 
 Teacher 001 wrote,  
I believe in the value and worth of each child, regardless of country of origin, 
native language, religion, or race. That has made me an effective teacher of all 
students, not just those who look like me or share my middle-class background. 
Asking teachers written questions about their beliefs and values was an important 




acknowledge in writing their perceptions about their own dispositions. 
Written Response Summary 
To display which dispositions were coded the most from the written responses, 
Table 20 summarizes the data from the eight questions. 
Table 20 
Total Dispositions Code Applications in Written Responses 
Disposition 1 2 3 4 5 6 7 8 9 
Written response totals 37 12 0 8 32 16 13 15 28 
 
 To support answering Research Question 3, “To what extent do observed 
behaviors correlate between teacher self-professed dispositions and observations of an 
administrator,” the following dispositions were coded from the Dedoose program with 
most applications: appreciation of and value for cultural diversity, positive and 
enthusiastic attitude, and social and emotional intelligence. I used a focus group to further 
investigate the attitudes, beliefs, and experiences of the teachers. 
Focus Group Data 
Teachers received an email regarding a date and time for all to be present for a 
focus group. Due to the COVID-19 pandemic, the focus group was held remotely using 
the Google Meet platform approved by the studied district. Embedded within the 
platform was the option to record meetings. This proved to be an efficient way to capture 
the discussion during the focus group session. The teachers were told the format involved 
an open discussion where everyone had the opportunity to participate. I played the role of 
facilitator, to keep the format open and spontaneous, in order to gather a number of 




questions based on teacher feedback from the written response questions. The teachers 
were reminded the discussion would be free flowing with the opportunity for one 
person’s comment to stimulate and influence another. It was important to note that I 
asked questions about teacher experiences and thoughts pre-COVID-19. The teachers 
were told they may find themselves changing their thoughts and opinions during the 
discussion and that was acceptable. I told the teachers the focus group discussion would 
be recorded but not shared with anyone other than me.  
 I opened the focus group meeting with the following purpose statement: “The 
purpose of this focus group is to gain additional evidence of participants’ understanding 
and commitment to specific dispositions within this study.” Focus group ground rules 
were shared, and I asked each question aloud. Each question was aligned specifically to 
the dispositions in the EDA (Appendix G).  
 The focus group meeting was transcribed and coded for themes and patterns using 
the Dedoose program. The left side of Figure 8 depicts the number of times each teacher 
spoke and was given credit for mentioning dispositions. The right side of the chart 







Code Application–Focus Group 
 
Note. Dedoose (n.d). 
 Each of the eight teachers participating in the focus group meeting were asked to 
answer the questions asked by me. Overall, the dispositions that identified from the focus 
group questions were professionalism, collaborates with stakeholders, effective oral 
communication, and preparedness for teaching and learning.  
Table 21 combines the number of times dispositions from the focus group were 
shared from Figure 7 and grouped by higher and lower performing teachers as identified 






Focus Group Comparison of Higher and Lower Performing Teachers  
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9 Appreciation of and value 




Social and emotional 
intelligence 
 
8 Professionalism 2 
Self-regulated learner 6 Self-regulated learner 2 
 
As seen in Table 21, the focus group identified four top dispositions from the 




oral communication skills, preparedness in teaching and learning. From the lower 
performing teachers, effective written communication skills emerged with the highest 
count. Effective oral communication skills and preparedness in teaching and learning 
were both listed in the top three from both groups. 
The disposition counts trend for the higher performing group of teachers was 
higher for every disposition than the counts for the lower performing group. This led me 
to conclude that the higher performing group discussed more dispositions. 
When comparing administrator disposition counts (Table 10) with focus group 
counts (Table 21) for the higher performing teachers, four of the top five were the same. 
These were professionalism, preparedness in teaching and learning, effective oral 
communication skills, and collaborates with stakeholders. The fifth disposition from the 
administrator count was social and emotional intelligence, and the fifth disposition from 
the focus group was positive and enthusiastic attitude.  
I could not measure the extent teacher self-professed dispositions correlated with 
observations of an administrator. A pattern of higher performing teachers discussing 
more dispositions than lower performing teachers (Table 21) could be established and 
were observed by the administrator as displaying more dispositions (Table 10). 
Self-Assessment Data 
Following the researcher and administrative observations, each teacher was asked 
to use the same EDA to complete a self-assessment. Each teacher received their own 
copy of the EDA and completed it based on the most recent instructional lesson presented 
to their students, pre-COVID-19.  




EDA of the higher performing teachers in descending order (Teachers 002, 003, 004, 
006, and 007) and the lower performing teachers in descending order (Teachers 001, 005, 
and 008). Professionalism, preparedness in teaching and learning, effective oral 
communication skills, and social and emotional intelligence were the top four 
dispositions for both groupings.  
Table 22 
Self-Assessment Disposition Counts of Higher and Lower Performing Teachers 
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The three self-professed teacher behaviors (written, focus, and self-assessment) 
had some dispositions that showed up; however, there were no significant trends. Upon 
focusing on the higher performing teachers, social and emotional intelligence was 
evidenced in the written and self-assessment responses. Professionalism and collaborates 
with stakeholders were evidenced in the focus and self-assessment responses. Focusing 
on the lower performing teachers, social and emotional intelligence and positive and 
enthusiastic attitude was evidenced in the written and self-assessment. The focus group 
counts for the lower performing teachers was low. 
Table 23 displays the total self-assessment dispositions counts and the 
administrator-observed dispositions identified on the EDA of the higher performing 
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dispositions which correlated with the top three observations of the administrator as 
indicated below by a summary of the meets expectations criteria of measurement for the 
top three dispositions. It provided additional information of what I found from the coding 
of the session.  
 Indicators at the meets expectations level for oral communication as indicated by 
Almerico et al. (2017) were 
● Demonstrates strong professional oral communication skills as evidenced by 
using appropriate language, grammar, and word choice for the learning 
environment. 
● Varies oral communication as evidenced by encouraging participatory 
behaviors. 
● Communicates at an age-appropriate level as evidenced by explaining content 
specific vocabulary. (p.18) 
Effective oral communication was one of the top three dispositions teachers 
indicated as demonstrating considerable evidence of understanding and commitment. 
This correlated with a top observation by the administrator. 
Indicators at the meets expectations level for professionalism as indicated by 
Almerico et al. (2017) were 
● Responds promptly to communications and submits all assignments. 
● Consistently exhibits punctuality and attendance. 
● Maintains professional boundaries of ethical standards of practice.  




● Functions as a collaborative group member as evidenced by high levels of 
participation towards productive outcomes. (p.19) 
Professionalism was one of the top three dispositions teachers indicated as 
demonstrating considerable evidence of understanding and commitment. It correlated 
with a top observation by the administrator. 
Indicators at the meets expectations level for preparedness in teaching and 
learning as indicated by Almerico et al. (2017) were 
● Accepts constructive feedback as evidenced by implementation of feedback as 
needed.  
● Learns and adjusts from experience and reflection as evidenced by 
improvements in performance.  
● Comes to class planned and with all needed materials.  
● Alters lessons in progress when needed as evidenced by ability to change plan 
mid-lesson to overcome the deficits. (p. 20) 
  Preparedness in teaching and learning was one of the top three dispositions 
teachers indicated as demonstrating considerable evidence of understanding and 
commitment. It correlated with a top observation by the administrator. 
 I found a pattern existed among the top three dispositions from the higher 
performing teachers’ EDA self-assessments (effective oral communication, 
professionalism, and preparedness for teaching and learning) and EDA administrator 
observation (effective oral communication, professionalism, and preparedness for 





Self-Professed Composite Correlations Between EDA Administrator Teacher 
Behavior Counts  
To determine if a relationship existed between the self-professed teacher 
behaviors (written, focus, and self-assessment), the three were combined into one 
variable and tested to determine whether there was a correlation between this composite 
and the EDA administrator counts. The mean of the written, focus groups, and self-
assessments for each teacher was created into a new variable to represent self-professed 
behaviors. 
Lower Performing Teachers Professed Correlations 
Figure 9 displays the Pearson correlation for lower performing teachers between 
the self-professed and EDA administrator teacher behavior counts. 
Figure 9 
The Pearson Correlation for Lower Performing Teachers 
 
For lower performing teachers, there was no correlation between the self-




Figure 10 displays the Pearson correlation for higher performing teachers between 
the self-professed and EDA administrator teacher behavior counts. 
Figure 10 
The Pearson Correlation for Higher Performing Teachers 
 
For higher performing teachers, there was a moderate, positive correlation 
(0.625). 
In the high performing teacher field, Figure 11 displays the 0s as lower 





Figure 11  
Administrator EDA by Self-Professed Responses 
 
The scatterplot represents the correlation between the composite counts of 
written, focus group, and self-assessments for each teacher and the EDA administrator 
counts.  
There was not a correlation between the composite professed and EDA 
administrator-observed behaviors for lower performing teachers, but there was a 
moderate, positive correlation for higher performing teachers. I concluded that a 
relationship did exist between higher performing teacher composite self-professed 
(written, focus, and self-assessment) dispositions and administrator observations, and a 
more defined moderate to strong relationship was found between EDA administrator 
observations and student achievement. This moderate, positive correlation of the higher 
performing teacher composite self-professed dispositions with the EDA administrator 




moderate to strong correlation with student achievement. To determine a stronger 
relationship, further research involving positioning of student achievement data with 
individual teacher behavior data at the disposition level could be developed.  
Table 24 displays the raw data combining the counts for lower and higher 
performing teachers of the self-professed (written, focus, and self-assessment) 
dispositions. 
Table 24 
Self-Professed (Written, Focus, Self-assessment) Lower and Higher 
Lower performing Meets Higher performing Meets 
Positive and enthusiastic attitude 
 
32 Professionalism 51 
Social and emotional intelligence 
 
32 Appreciation of and value for 
cultural and academic diversity 
41 
Preparedness in teaching and 
learning 
 
30 Positive and enthusiastic attitude 41 
Appreciation of and value for 
cultural and academic diversity 
 
29 Social and emotional intelligence 35 




Self-regulated learner 19 Collaborates with stakeholders 
 
30 
Collaborates with stakeholders 15 Effective oral communication skills 
 
25 




Effective written communication 
skills 




The data now suggest an answer to Research Question 1, “What professional 
dispositions impact student success in the learning environment as measured by NCFE 
data?” The dispositions from the higher performing teachers of the self-professed 
(written, focus, and self-assessment) are professionalism, appreciation of and value for 
cultural and academic diversity, positive and enthusiastic attitude, social and emotional 
intelligence, and preparedness in teaching and learning for the higher performing 
teachers.  
Summary of Research Questions 
Research Question 1: What Professional Dispositions Impact Student Success in the 
Learning Environment as Measured by NCFE Data? 
To Examine the correlation between the NCFE student scores and the three 
separate observation types of EDA scores, the Pearson correlation was computed for each 
relationship. There was no correlation (0.10) between the researcher-observed EDA score 
and student achievement. The Pearson statistic exhibited a moderate to strong correlation 
between the administrator-observed and self-assessed EDA scores and student 
achievement. It was important to note that these correlations were not statistically 
significant (p value > 0.05). These results might provide anecdotal evidence that the 
teacher dispositions had a positive relationship with student achievement and impacted 
student success in the learning environment. However, due to the limited sample size for 
this study, further research would need to be conducted to provide more concrete 
evidence. 
The scatterplots for EDA administrative observations and self-assessments 




on a regular basis and would have a more comprehensive understanding of the teachers’ 
dispositions than me, because I observed only a single class for each teacher. The 
scatterplot for the EDA administrator composite represented five teachers (002, 003, 004, 
006, and 007) having student achievement scores above 0.7, indicating higher student 
success. Three teachers (001, 005, and 008) had scores below 0.7, indicating lower 
student success. When comparing the five higher performing teachers to the three lower 
performing teachers, the higher performing teachers’ composite score for the EDA 
administrator composite was 88.85 and the lower performing teachers was 74.6. More 
dispositions were observed with the higher performing group.  
  The scatterplot for the EDA self-assessment also reflected a higher composite 
score of 93.25 for the five higher performing teachers. The lower performing teachers’ 
composite score was 85.80. A higher score from the higher performing teachers indicated 
they rated themselves as demonstrating more evidence and understanding and 
commitment to the dispositions. Likewise, the lower performing teachers did not rate 
themselves as high in relation to demonstrating more evidence and understanding and 
commitment to the dispositions. 
  The EDA administrator composite score for the higher performing teachers was 
88.85 and the EDA self-assessment composite for the same group was 93.25. This 
indicated teachers stated they met expectations at a higher rate than the administrator 
observed the dispositions. This led me to conclude there may be a disconnect in the 
relationship between the professional dispositions that might have an impact on the 
success of students in school, as these dispositions the practicing teachers demonstrated 





  Although the data indicated higher performing teachers said they met expectations 
at a higher rate than the administrator observed the dispositions, it could not be concluded 
which, if any, dispositions impacted student success in the learning environment. The 
written responses and focus group questions determined which dispositions impacted 
student success.  
Research Question 2: What Observed Behaviors Do Effective Practicing Teachers 
Demonstrate That Stimulate Student Success as Measured by NCFE Data? 
 Higher Performing teachers had a combined EDA administrator composite score 
of 88.85, and the lower performing group of teachers had a combined composite score of 
74.6. A higher score from the higher performing group indicated more dispositions were 
observed than from the lower performing group.  
  When analyzing from the teachers’ own perspectives using the filter of meets 
expectations from the EDA self-assessment, the higher performing group had a combined 
score of 93.25, and the lower performing group had a score of 85.8. More dispositions 
that met expectations were indicated from the higher performing group. 
The administrator-observed disposition composite score for higher performing 
teachers was 88.85, and the self-assessment disposition composite score for higher 
performing teachers was 93.25. This indicated practicing teachers who had higher student 
achievement scores rated demonstrating and/or practicing dispositions at a higher rate 
than the administrator observed. 
To determine what observed behaviors effective practicing teachers demonstrated 




determine if trends emerged from what the teachers stated in the self-assessment. I 
considered the higher performing teachers’ NCFE student scores in relation to the EDA 
administrator observations. The Pearson correlation was moderate to strong between the 
administrator-observed EDA and student achievement.  
  The top three dispositions of higher performing teachers and the top three 
dispositions of the lower performing teachers were the same from the administrator EDA 
disposition counts. These dispositions were professionalism, preparedness in teaching 
and learning, and effective oral communication skills. When the dispositions were 
displayed from the highest to the lowest, the counts for the higher performing group of 
teachers were higher than the counts for the lower performing group for every 
disposition. The data established the presence of more dispositions with higher 
performing teachers supported student success. 
As measured by combining the most coded dispositions from the administrator 
observations of the five higher performing teachers, I found the following dispositions 
emerged as impacting student success: professionalism, preparedness in teaching and 
learning, and effective oral communication skills. 
Research Question 3: To What Extent Do Observed Behaviors Correlate Between 
Teacher Self-Professed Dispositions and Observations of an Administrator? 
To understand what dispositions correlated with administrator observations, I 
reviewed the EDA data through the lens of the five higher performing teachers (002, 003, 
004, 006, and 007) using the meet expectations criterion of measurement from the self-
assessment. A more defined relationship appeared to emerge between the EDA 




EDA self-assessment and EDA administrator’s observation identified the following same 
three top dispositions: effective oral communication, professionalism, and preparedness 
for teaching and learning.  
I led a focus group to further investigate the attitudes, beliefs, and experiences of 
the teachers. The meeting was transcribed and coded for themes and patterns using the 
Dedoose program. For each of the nine dispositions, I coded more dispositions from the 
higher performing group. When comparing the focus group results of higher and lower 
performing teachers, the data indicated higher performing teachers discussed dispositions 
being studied more than the lower performing teachers.  
  The administrator-observed dispositions composite score for higher performing 
teachers was 88.85, and the self-assessment disposition composite score for higher 
performing teachers was 93.25. Although the data could not determine statistically the 
extent to which dispositions practicing teachers demonstrated correlated with the ones 
they stated they practiced, these data did provide insight. The extent to which all teacher 
self-professed dispositions correlated with observations of an administrator proved to be 
minimal. This indicated a potential need for further research and larger sample sizes.  
I concluded that a moderate, positive correlation (.625) did exist between higher 
performing teachers' composite self-professed (written, focus, and self-assessment) 
disposition counts and administrator observation disposition counts. This correlation was 
consistent with the more defined moderate to strong relationship found between EDA 
administrator observations and student achievement. To determine a stronger 





Demographic Data for Phenomenological Research 
 I focused on what each teacher had in common with the phenomenon of 
professional dispositions. Within the requested demographic questions, I asked two 
questions to gain an understanding of each teacher’s lived and shared experiences in the 
learning environment (Appendix H): (a) What have you experienced in education that has 
challenged your beliefs and values in the learning environment; and (b) What situations 
from your experiences have influenced or affected your beliefs and values? I coded for 
patterns and commonalities of lived experiences to identify the professional dispositions 
of the group of teachers. 
 Figure 12 represents the experiences each teacher wrote in response to 
Demographic Information Question 1, “What have you experienced in education that has 






Experiences That Changed Beliefs and Values-Code Application 
 
Note. Dedoose (n.d). 
 All eight teachers provided written responses to the demographic questions. 
Overall, the disposition that was identified from the demographic data was preparedness 
in teaching and learning.  
 Figure 13 represents the experiences each teacher wrote in response to 
Demographic Information Question 2, “What situations from your experiences have 






Situations From Experiences That Influenced or Affected Beliefs and Values – Code 
Application 
 
Note. Dedoose (n.d.). 
 In Figure 13, the commonality of situations from experiences that influenced or 
affected beliefs and values was embedded in the appreciation of and value for cultural 
and academic diversity disposition. 
Summary 
EDA scores from dispositions were compared to final exams data in the area of 




existed between dispositions and student achievement. The analysis was conducted to 
determine the strength of the relationship between the variables. No significant 
correlation was found between the researcher-observed EDA scores and student 
achievement; however, a moderate to strong correlation appeared between the 
administrator-observed and self-assessed EDA scores with student achievement. It was 
important to note that all three of these correlations were not statistically significant (p 
value > 0.05). Eight teachers were not sufficient to show statistical significance, and 
further research may be needed. 
Composites of administrator and self-assessment observation calculations 
indicated more dispositions were observed with higher performing teachers than observed 
in lower performing teachers. The self-assessment calculations of higher performing 
teachers indicated teachers said they met expectations at a higher rate than the 
administrator observed the dispositions.  
Disposition data counts that compared higher performing teachers with lower 
performing teachers showed the counts for higher performing teachers to be higher for 
every disposition than the counts for the lower performing group. This indicated the 
presence of more dispositions did support student success. I found that both the higher 
performing teacher self-assessment and the EDA administrator observation identified 
effective oral communication skills, professionalism, and preparedness in teaching and 
learning as the top dispositions. The extent that teacher self-professed dispositions 
correlated with observations of an administrator proved to be minimal. 
The qualitative data, written response questions, and a focus group session 




emerged from observations, teacher self-assessments, written responses, and focus group 
questions. Trending throughout these data were professionalism, preparedness in teaching 





Chapter 5: Discussion 
Statement of the Problem 
 Currently practicing teachers were not demonstrating professional dispositions 
correlated with their knowledge and skills which impacted a successful learning 
environment regardless of low-performing school status. “Students in the United States 
are continuing to underperform academically” (Schmid, 2018, p. 1). This study attempted 
to distinguish if there was a disconnect in the relationship between professional teacher 
dispositions that might have a profound impact on the success or lack of success of 
students in school. 
 This chapter provides a summary of the findings, conclusions, and 
recommendations following the analysis of the data collected from the EDA 
observations, written response questions, and focus group meeting reported in Chapter 4. 
This chapter is organized into the following sections: summary of findings, connections 
to literature, theoretical framework, implications and recommendations, limitations of the 
study, and conclusions. 
 Bandura’s (1989) SCT provided a framework for how dispositions were shaped 
and controlled by environmental influences, the common interactions of the person, and 
the behaviors they exhibited as educators in relation to one’s self-efficacy. This concept 
considered the distinctive ways in which a person acquired and maintained their 
behaviors while also reflecting on their social environment in relation to the performance 
of the behaviors (Bandura, 1989). Bandura’s (1989) theory suggested how people 
controlled their behaviors and were reinforced by their dispositions through observational 




 Three research questions were considered to determine if dispositions practicing 
teachers demonstrated correlated with the dispositions they stated they practiced and if 
these dispositions supported student success. The three research questions which guided 
this study were 
1. What professional dispositions impact student success in the learning 
environment as measured by NCFE data? 
2. What observed behaviors do effective practicing teachers demonstrate that 
stimulate student success as measured by NCFE data? 
3. To what extent do observed behaviors correlate between teacher self-
professed dispositions and observations of an administrator? 
 The participants were eight secondary school teachers from a large district in 
central North Carolina. Observational data by me and an administrator, teacher self-
assessment data, participant written responses to specific questions, focus group 
participation, and student achievement data were used to examine the correlations of 
teacher dispositions and student achievement. The tool used to conduct the observations 
and self-assessments was the EDA. The student achievement data were based on the 
NCFE or final course grade results for each teacher. Up to 3 consecutive academic years 
were averaged for each teacher to obtain a more holistic measure of teacher effectiveness 
on student achievement. Due to varying subjects and grades taught among the studied 
teachers, the NCFE or final course grade scores were normalized to allow for a standard 
scale to be applied to the analysis. The Pearson correlation was utilized in order to 
provide a more evolved and continuous data identification to determine if there was a 




determine if there was a relationship among the self-professed dispositions (written, 
focus, and EDA self-assessment) and NCFE data. 
Summary of Findings 
 The focus of this study was to distinguish if there was a disconnect in the 
relationship between professional teacher dispositions that might have a profound impact 
on the success or lack of success of students in school. The results presented in Chapter 4 
did not show a significant correlation between the researcher-observed EDA scores and 
student achievement; however, the Pearson statistic exhibited a moderate to strong 
correlation between the administrator-observed and self-assessed EDA scores with 
student achievement. It was important to note that these correlations were not statistically 
significant (p value > 0.05). The qualitative data collected from written response 
questions, teacher self-assessments, and the teacher focus group identified which 
dispositions correlated with observations through the lens of the five identified higher 
performing teachers. The EDA administrative observations and EDA teacher self-
assessments appeared to have a more defined relationship emerging. Dispositions 
trending throughout these data were professionalism, effective oral communication skills, 
and preparedness in teaching and learning. When analyzing the higher performing 
teachers with the lower performing teachers from the EDA administrative disposition 
counts, collaborating effectively with stakeholders was a disposition that appeared to 
diverge in relationship between higher and lower performing teachers. It was found in the 
top five of higher performing teachers and the bottom five of lower performing teachers. 
 Three research questions were used to determine if a correlation existed between 




observations, and student NCFE scores were used to determine the correlation between 
the variables. Teacher EDA teacher self-assessments, written response questions, and 
focus group responses were used to identify patterns and trends from what teachers self-
professed about dispositions as well as what each teacher had in common with the 
phenomenon of professional dispositions.  
Research Question 1: What Professional Dispositions Impact Student Success in the 
Learning Environment as Measured by NCFE Data? 
 After Computing The Pearson Correlation of the relationship among the student 
NCFE scores and the three separate observation types of EDA scores, no correlation 
(0.10) was found between the researcher-observed EDA score and student achievement. 
A moderate to strong correlation was observed between the administrator-observed (0.68) 
and teacher self-assessed EDA (0.59) scores and student achievement, but the 
correlations were not statistically significant (p value > 0.05). 
 The scatterplot for the EDA administrator composite represented five higher 
performing teachers having student achievement scores above 0.7, indicating higher 
student success. When comparing the five higher performing teachers to the three lower 
performing teachers, the higher performing teachers composite score for EDA 
administrator composite was 88.85 and the lower performing teachers composite score 
was 74.6, indicating more dispositions were observed among the higher performing 
group.  
 The scatterplot for the EDA teacher self-assessment also reflected a higher 
composite score of 93.25 for the five higher performing teachers. The lower performing 




themselves higher than the lower performing teachers in relation to demonstrating more 
evidence and understanding and commitment to the dispositions. 
 The EDA administrator composite score for the higher performing teachers was 
88.85 and the EDA teacher self-assessment composite for the same group was 93.25, 
indicating the teachers stated they met expectations at a higher rate than the administrator 
observed the dispositions.  
 The purpose of this study was to determine if there was a disconnect in the 
relationship between professional teacher dispositions that might have a profound impact 
on the success or lack of success of students in school. The findings did not support a 
profound impact on the success or lack of success of students in school, but it did indicate 
dispositions had a correlation with student success. The dispositions from the higher 
performing teachers of the Self-Professed data (written, focus and self-assessment) were 
Professionalism, Appreciation of and value for cultural and academic diversity, Positive 
and enthusiastic attitude, Social and emotional intelligence, and Preparedness in teaching 
and learning.  
Research Question 2: What Observed Behaviors Do Effective Practicing Teachers 
Demonstrate That Stimulate Student Success as Measured by NCFE Data? 
The top three dispositions of higher performing teachers and the top three 
dispositions of the lower performing teachers were the same from the administrator EDA 
disposition counts. These dispositions were professionalism, preparedness in teaching 
and learning, and effective oral communications skills. Smith et al. (2005) stated that in 
order for schools to improve for the sake of better instructional opportunities for students, 




demonstrated common dispositions for professionalism, being prepared with their 
teaching and new learning and providing constructive oral communication skills, school 
improvement should look closer at how teachers learned and adjusted (Smith et al., 
2005).  
 The following two additional dispositions were also noted from the administrator 
observations: collaborates with stakeholders and social and emotional intelligence. These 
had counts that included them in the top five of nine. The counts for the higher 
performing group of teachers was higher for every disposition than the counts for the 
lower performing group. This led me to conclude that the presence of more dispositions 
did support student success. Almerico et al. (2017) said collaboration required teachers to 
be willing to share and support each other, and it might be that the lower performing 
teachers were not as skilled and confident in this area. I knew teachers across the district 
participated in professional learning teams on a weekly basis. Even though those teams 
had an activator (aka, facilitator), the meetings did not always lend themselves to being 
productive or effective based on the skills of the activator or knowledge of the team 
members on how to collaborate on a professional level within their teams. Social and 
emotional intelligence would require teachers to promote creativity, problem-solving, and 
communication among students in the classroom (Almerico et al., 2017). My own work 
in classrooms and professional learning teams supported the administrator observations 
that this was not as evident when observing lower performing teachers.  
Research Question 3: To What Extent Do Observed Behaviors Correlate Between 
Teacher Self-Professed Dispositions and Observations of an Administrator? 




assessments and EDA administrator observations were professionalism, preparedness in 
teaching and learning, and effective oral communications skills. 
 When comparing the focus group results of higher and lower performing teachers, 
the qualitative data indicated higher performing teachers discussed dispositions being 
studied more than the lower performing teachers. 
 The administrator-observed disposition composite score for higher performing 
teachers was 88.85. The teacher self-assessment disposition composite score for higher 
performing teachers was 93.25. This study did not determine statistically the extent to 
which dispositions practicing teachers demonstrated correlated with the ones they stated 
they practiced. 
I concluded that a moderate, positive correlation (.625) did exist between higher 
performing teacher composite self-professed (written, focus, and teacher self-assessment) 
disposition counts and administrator observation disposition counts. The dispositions 
from the higher performing teachers of the Self-Professed data were Professionalism, 
Appreciation of and value for cultural and academic diversity, Positive and enthusiastic 
attitude, Social and emotional intelligence, and Preparedness in teaching and learning. 
This correlation was consistent with the more defined moderate to strong relationship 
found between EDA administrator observations and student achievement. To determine a 
stronger relationship, further research would be needed. 
One observation emerging from the study indicated both lower and higher 
performing teachers exhibited behaviors associated with the dispositions of 
professionalism being the top disposition from the EDA administrator observations. The 




disposition was the top ranked item for the higher performing teachers and ranked low for 
the lower performing teachers. Further in-depth study of the factors contributing to this 
could be the topic of additional research. For example, did the two groups diverge in the 
understanding of legal and ethical rules educators must follow; or in the area of 
professional behaviors, such as positive relationships with colleagues, parents, and 
students; or in the area of professional responsibilities that included active participation in 
professional functions (Almerico et al., 2017). 
Collaborating effectively with stakeholders was another disposition that appeared 
to diverge in relationship between higher and lower performing teachers. This divergence 
could be explained in the culture found within schools. Further research would be needed 
to determine if teachers were willing to share, support each other, and explore together. 
Almerico et al. (2017) stated studies showed that when teachers collaborated, students 
performed better; and this study did indicate this disposition was higher ranked with 
higher performing teachers than with lower performing teachers.  
Connections to Theoretical Framework 
 Teachers in this study were observed for their behaviors relating to specific 
dispositions. They engaged in answering a set of written response questions and focus 
group questions that revealed how their own dispositions were shaped and controlled by 
environmental influences, the common interactions of the person, and the behaviors they 
exhibited as educators in relation to one’s self-efficacy (Bandura, 1989). The social 
cognitive theory concept considered the distinctive ways in which each teacher acquired 
and maintained their behaviors while also reflecting on their social environment in 




several environmental factors and personal cognitive factors that influenced their learning 
that occurred within a social context. The results showed anecdotal evidence that teacher 
dispositions might indeed have a positive relationship to student achievement. However, 
due to the limited sample size for this study, further research would need to be conducted 
to provide more concrete evidence. 
Connections to Literature.  
 The 1990s ushered in the beginning of teacher educator discussions about the 
desirable behaviors of teachers, administrators, and school service personnel related to 
dispositions. It was not until 10 years later that NCATE established the concept of 
dispositions as a requirement in their standards, rules, and regulations that governed 
teaching certification in many states. According to NCATE (2008), teacher dispositions 
were guided by their attitudes and beliefs in relation to their values such as 
thoughtfulness, caring, honesty, fairness, empathy, respectfulness, and responsibility to 
their practice. The attitudes and behaviors of teachers were critical for providing effective 
teaching. This standard embodied the expectation that teachers should have the ability to 
reflect, evaluate, and improve their teaching practice and own learning as a guiding belief 
(Welch & Areepattamannil, 2016).  
 The teacher participants in this study were observed using the EDA. This 
provided them an opportunity to reflect on their own teaching and learning through a 
series of written questions, open discussion forum, and self-assessment to establish if 
they met expectations for possessing necessary professional dispositions that impacted on 
Pre-K-12 student learning. By aligning the written response questions and focus group 




teaching and learning. Teacher 002 spoke of their original belief that teaching was just 
showing up and making sure that kids understood the content. Teacher 002 said they now 
understood through their experiences that teaching meant being responsible for the whole 
student-content and social emotional development. This comment provided evidence of 
reflection and experiences altering their beliefs. Teacher 008 said that in the teaching 
profession, you should be able to reflect back and accept that though you tried to do your 
best at the time and applied all of your skills and knowledge, you did not fail your former 
students but had become a better teacher for your current students. This comment was 
evidence of reflection and positive behavior based on a mindset for improvement through 
learned experiences. This teacher’s response is reflective of Schussler and Knarr’s (2013) 
work on dispositions which they described as “context specific, connecting intended 
purposes with one’s inclination to think and act in particular ways (and) aligns well with 
the cultivation of a teacher’s moral sensibilities” (p.76). In other words, a teacher’s 
deepest rooted beliefs, sense of purpose, belonging, and ability to achieve their purpose 
all must align. 
 The late Martin Haberman’s (2004) philosophy was based on teacher preparation 
as a matter of school success for students. Haberman’s theory derived from the construct 
of strengthening belief systems which accounted for and predicted human behaviors 
(Haberman, 2011). In order to know who should teach, how that person should be 
prepared to teach, and how to evaluate their success were criteria deeply rooted in teacher 
dispositions (Haberman, 2011). Seven of the eight participating teachers obtained their 
degree and teacher certification through a traditional education program from a 




adults degree program: Legal Education Accelerated Degree Program.  
 Two issues considered during the focus group discussion specifically looked for 
answers that might align to Haberman’s (2004) theory: (a) Focus on an opportunity 
where each of you had to receive feedback. Describe that occurrence and describe your 
willingness to grow professionally; and (b) Share some examples of how you pursued 
your personal and academic goals. Not all teachers responded to these questions. Of those 
who did, the responses to the first issue related to receiving feedback and not about 
growing professionally. In relation to the second issue, responses related only to their 
personal goals.  
 Combs (1999) identified five dispositions of effective teachers: empathy, positive 
view of self, positive view of others, authenticity, and meaningful purpose and vision. 
Participating higher performing teachers in this study identified the following three top 
dispositions based on their EDA administrator observations: professionalism, 
preparedness in teaching, and oral communication. This study identified three additional 
dispositions to Comb’s study. Notar et al. (2009) added that in addition to having 
knowledge and skills, professional teachers must act in an ethical manner. They should 
apply dispositions as professionals, model professionalism every day, and encompass the 
top three dispositions identified for the higher performing teachers in this study. To study 
teacher dispositions comparative to identifying effective teaching, one must also address 
teacher beliefs. The work of Smith et al. (2005) specified that once beliefs were formed, 
people were inclined to make meaning as explanations of their beliefs, regardless if 
truthful or not. For this study, the written responses and focus group data indicated the 




disposition: collaborates with stakeholders. 
Connections to Phenomenological Research 
 Chapter 2 discussed the work of Notar et al. (2009) that dispositions could be 
impacted by the environment and subjected to change, strengthened or weakened by 
experiences and interactions that happened on a daily basis. The commonality of 
experiences that changed this group’s beliefs and values most was embedded within the 
preparedness in teaching and learning disposition. Several teachers wrote of schedules, 
curriculum topics, and supporting student needs. This indicated a desire to learn and to 
adjust from their experiences and reflect on their improvements. Some also shared the 
importance of effective teaching, how students would engage in the learning process, and 
how they would adjust to instruction along the way to support their needs. They shared 
concerns that some of their training did not support the initiatives the district expected 
teachers to know how to do. The feeling of knowing they needed to be prepared for 
students and current educational demands reflected that their training and ability to adapt 
to engage students was a challenge.  
 The group of teachers wrote about social justice, positive and/or negative teacher 
interactions, strong family values and morals, student relationships, and intrinsic 
motivation. Teachers in this group, collaboratively, were aware of embracing all 
diversities and possessed a mindset for instructional activities, the classroom community, 
and interactions with others. 
Implications 
Educational Practice 




teacher awareness of their behaviors and beliefs and the need for continuous professional 
learning through modeling and observation. 
 For the research study, the written response questions and the focus group 
questions were specifically written to ask each volunteer about their own teacher 
behaviors and beliefs. It was apparent to me that some of the responses from the 
participants addressed what they thought other teachers should do or believe or what they 
thought students needed. Rarely did the teacher participants speak of their own beliefs 
and the impacts their beliefs had on student achievement. Many of these responses began 
with 
●  I think teachers should… 
● Some teachers… 
● I think that kids need more… 
● The behaviors that contribute to my students’ success is when they… 
● I believe that teachers with good attitudes toward learning… 
 Responses such as these indicated that teachers should have an awareness of their 
own behaviors and beliefs in the classroom as opposed to focusing on what they thought 
others should do. Prior to this time, the teacher participants had taken the EDA as a self-
assessment. Interestingly, not once in the focus group meeting did they mention the 
dispositions or ask questions regarding the impact of the ones addressed in the study. I 
felt this indicated a heightened awareness of these dispositions would be important and 
valuable for teachers.  
 Phenomenological research is the study of a person’s lived experiences as they 




deeper understanding of the features of professional dispositions, I felt it was important 
for teachers to be aware of their own beliefs and behaviors to be able to understand their 
shared experiences in the learning environment.  
 Being able to collect data on teacher beliefs about learning and providing 
continuous professional development throughout the year would be an important practice. 
While belief surveys had been collected off and on in past years, there had been no 
continuous effort to provide professional development on the importance of those belief 
surveys to teachers. Administration of the surveys had been inconsistent at best and 
would be best utilized to consistently involve teachers in a reflection on their progress 
and/or the impact of their beliefs on student learning.  
 Bandura’s (1989) SCT provided a framework for how dispositions were shaped 
and controlled by environmental influences, the common interactions of the person, and 
the behaviors they exhibited as educators in relation to one’s self-efficacy. This concept 
considered the distinctive ways in which a person acquired and maintained their 
behaviors while also reflecting on their social environment in relation to the performance 
of the behavior (Bandura, 1989). Bandura’s (1989) theory suggested how people 
controlled their behaviors and were reinforced by their dispositions through observational 
learning, imitation, and modeling. If teachers could discuss and reflect on how their 
dispositions were shaped and controlled by environmental influences, the common 
interactions of the person, and the behaviors they exhibited as educators in relation to 
one’s self-efficacy, their knowledge, beliefs, attitudes, values, and genetics might affect 






Recommendations Based on Data 
The data from the study indicated there was no significant correlation found 
between the researcher-observed EDA scores and student achievement; however, a 
moderate to strong correlation to student achievement appeared between the EDA 
administrator-observed scores. This same, moderate to strong correlation between student 
achievement and EDA self-assessment was found. The qualitative data collected from the 
three areas (written response questions, teacher EDA self-assessments, and the teacher 
focus group) were combined and referred to as self-professed dispositions. Trending 
throughout the qualitative data, the top dispositions in the focus group meeting, and EDA 
self-assessment was professionalism. Trending in the written response and 
phenomenological research data was appreciation of and value for cultural and academic 
diversity. Trending in phenomenological research was preparedness in teaching and 
learning. Collaborating effectively with stakeholders was a disposition that diverged 
between higher and lower performing teachers.  
 I have three recommendations: (a) Teachers should become aware of the 
importance of their behaviors, develop an understanding of professional dispositions, and 
understand the impact of their behaviors and beliefs on student achievement; (b) The 
district should consider utilizing Haberman’s (2004) Pre-Screener Tool to prescreen 
prospective teachers prior to interviews for employment; and (c) Colleges and 
universities should provide awareness of positive dispositions for preservice and 
beginning teachers in their educational studies.  




dispositions, teachers should be provided continuous reflection and development on what 
professionalism looked and sounded like in the classroom, with stakeholders, and among 
colleagues. Having an awareness of their professional dispositions could enhance the 
performance of all teachers, not just those who are considered high performing. It would 
help them to perceive themselves as effective, to believe all students could learn, to see a 
larger purpose for what they did, and to pay attention to the “people” element of how we 
learned emotionally (Hallam, 2009). This awareness would also align with an 
appreciation of and value for cultural and academic diversity dispositions for teachers.  
 Quantitative data identified a moderate to strong correlation between the 
administrator-observed and self-assessed EDA scores with student achievement and 
phenomenological research data identified the preparedness in teaching and learning 
disposition. For this reason, I recommend districts and administrations learn about and 
utilize Haberman’s (2004) Star Pre-Screener interviewing tool for prescreening 
prospective teachers prior to interviews for employment. Haberman’s (2004) 50-question 
questionnaire evaluated teacher knowledge and skills and identified a 95% accuracy rate 
in predicting which teachers would stay in the profession and succeed and which ones 
would fail or quit. Additionally, I recommend colleges and universities include 
knowledge and awareness of dispositions in preservice teacher studies. Important as well 
for preservice teachers would be to learn how their positive behaviors, beliefs, and 
attitudes were demonstrated through both verbal and nonverbal interactions with students 
and stakeholders and how it supported student learning and development (Hallam, 2009).  
Recommendations for Future Research 




observe over a longer period of time at the elementary level, (b) incorporate a larger 
sample size, (c) utilize Education Value-Added Assessment System (EVAAS) data in 
place of the NCFE data, (d) institute a study based on Bandura’s (1989) principles, and 
(e) institute a study of beginning teacher dispositions.  
 The research design for this study was proposed for an 18-week duration but was 
shortened due to the COVID-19 pandemic. Identified dispositions were found for high-
performing teachers; however, I believe that with more time and capability to conduct 
more than a single researcher classroom observation, the outcomes might have been 
significantly stronger. I also believe stronger results would have been obtained had the 
study been conducted at the elementary level. I knew of more people who would have 
been interested in volunteering, and teacher experiences and performance goals were 
different between secondary and elementary school levels. A longer study at the 
elementary level would give teachers more opportunities to model observed behaviors for 
consistency and better data purposes. 
 Because the teacher volunteer group was small, the data were not statistically 
significant. A larger sample size would provide more data. The findings could prove 
more statistically significant.  
 A replication of this study should gain access to the use of EVAAS data as 
opposed to NCFE data. EVAAS measures student progress and allows you to obtain a 
consolidated view of student progress and teacher effectiveness. It will provide stronger 
data in determining which professional dispositions impact student success.  
 During the study, teachers were informed of the purpose of the study but not the 




and once by the administrator. Later in the study, the teachers conducted a self-
assessment using the same EDA as that used by me and the administrator. This was the 
first time they were made aware of the dispositions used in the study. Following the self-
assessment, the teachers were exposed to written response questions and a focus group 
meeting with questions that focused on the specific dispositions from the EDA. I believe 
a future study could be conducted on these same teachers using Bandura’s (1989) 
principles of how a person should be made aware of their teaching behaviors, how they 
were encouraged to recall their behaviors, how they modeled their behaviors, and how 
they continuously applied them. This future study might provide a framework for how 
dispositions were shaped and controlled by environmental influences, the common 
interactions of the person, and the behaviors they exhibited as educators in relation to 
one’s self-efficacy and reinforced their dispositions through observational learning, 
imitation, and modeling (Bandura, 1989). 
 Finally, this study observed secondary veteran teachers who had been in the 
profession ranging from 4 to 23 years. I recommend a study to determine if dispositions 
beginning teachers demonstrated correlated with the dispositions they stated they 
practiced and if these dispositions supported student success. This study would provide 
an awareness of dispositions to beginning teachers early in the profession and could be 
tracked throughout their career to learn how their dispositions were altered or changed 
over time and if they influenced what and how they taught in their learning environment.  
Limitations 
 Several limitations arose during the course of the study. These limitations 




awareness of the specific dispositions in the study; use of EVAAS scores; number of 
classroom observations conducted, excluding tier talk; and the COVID-19 pandemic.  
 The proposed research plan included six volunteer teachers from each grade level 
of sixth through eighth grade who taught English/language arts or science, which was 
already a limitation due to its small size. I believe there may have been a larger number 
of teacher participants had the study been conducted at the elementary level where there 
was a greater familiarity with more educators than at the secondary Level. 
 The original research plan also included the use of teacher EVAAS scores from 
an average of 3 years (2016-2017, 2017-2018, and 2018-2019) for English/language arts 
and then each year’s single data. The data and accountability department in the county in 
which the study was conducted did not approve the use of teacher EVAAS scores; 
therefore, I substituted teacher EOG scores to gain evidence of student achievement data. 
For science, I could only obtain eighth-grade EOG data for each year and was no longer 
able to collect math scores for the study.  
 From the data collected from the EDA observations, the initial research plan 
included me observing three times in the classroom. A change was made, and I conducted 
one classroom observation and one observation of a teachers’ meeting for tier talk with 
their grade level. A third observation was conducted by the assistant principal. I felt the 
data might be different had three classroom observations been conducted and the tier talk 
meeting omitted. My data did not show significant correlations after conducting only one 
classroom observation. The tier talk observations were removed due to not enough 
dispositions observed based on the structure and organization of the EDA and incomplete 




 As of March 16, 2020, due to the COVID-19 pandemic, the district closed its 
schools for health and safety precautions for the remainder of the school year. I was 
unable to complete tier talk observations using the EDA. The pandemic also affected the 
structure of the original research plan which involved conducting a face-to-face focus 
group meeting with the teacher participants. I used an online Google Meet platform and 
recorded the meeting. I felt more in-depth responses from the group of teachers could 
have been collected if the meetings had been face to face, allowing for higher quality 
conversations about the questions referring to the specific dispositions for the study to 
occur.  
Final Remarks 
 In this country, efforts have continued to address issues related to the 
improvement of educational outcomes for all students, to close achievement gaps, to 
increase equity and equality, and to improve the quality of instruction. Paramount within 
these actions should involve the requirement that all students be held to high academic 
standards to ensure progress and provide support as needed regardless of race, ethnicity, 
income, location, disability, culture, home language, or background. The existence of an 
achievement gap has continued to be at the forefront of educational outcome 
improvement efforts. These efforts have focused on improving teacher effectiveness, 
preparation, certification, characteristics, and beliefs. In essence, they have focused on 
the key variable in the classroom: the teacher. Regardless of high-performing or low-
performing schools, professional dispositions are the greatest factor impacting student 
achievement (Diez & Raths, 2007; Haberman; 2004; Marzano et al., 2001). 




preparation programs to develop effective teachers going into the profession. What has 
been lacking, however, has been information about and the development of strategies on 
how to hold practicing teachers accountable for their professional dispositions. I have 
maintained that a disconnect exists in the relationship between real-world teacher 
dispositions and the generally accepted dispositions found in district belief statements, 
core values, and mission statements, and the impact on the success or lack of success of 
children in schools. At issue is whether practicing teachers are demonstrating 
professional dispositions in correlation with their knowledge and skills: knowledge and 
skills that impact a successful learning environment regardless of a school’s status as 
high or low performing. My efforts, through this study, have been to determine what 
dispositions practicing teachers exhibit that demonstrate support or lack of support for 
student success and how the learning environment is impacted by teacher characteristics, 
beliefs, and practices deployed in the classroom.  
 Clearly, the above-stated limitations – the small sample of teachers who 
volunteered for the study, the teachers’ limited awareness of the specific dispositions in 
the study, the use of only EOG scores and not EVAAS scores to determine student 
achievement, the limited number of classroom observations conducted (excluding tier 
talk), and the COVID-19 pandemic – have contributed to a less-than-preferred picture of 
the capacity of practicing teacher dispositions and how they impact the learning 
environment. However, the data from this study revealed some emerging trends related to 
the relationship teacher dispositions do have on student achievement, the identity of the 
key dispositions that appear to have the most impact, and the critical importance of 




  Based on the correlation coefficient with the EDA composite scores, student 
achievement scores, and the moderate to strong correlation between the administrator-
observed and self-assessed EDA scores with student achievement, I concluded, from the 
provided anecdotal evidence, that teacher dispositions do indeed have a positive 
relationship to student achievement. 
 Based on the scatterplots, moderate to strong correlation between the 
administrator-observed EDA and student achievement, and the disposition counts for the 
higher performing group of teachers, I concluded the presence of professionalism, 
preparedness in teaching and learning, effective oral communication skills, collaboration 
with stakeholders, and social and emotional intelligence support student success. Based 
on the EDA administrative observation, self-assessments, and higher performing 
teachers, I concluded the extent teacher self-professed dispositions correlated with 
observations of an administrator proved to be minimal, which would seem to support the 
critical need for further training and development of administrators and teachers in how 
they might work together to improve the learning and teaching environment. 
 It is imperative that we continue improving educational outcomes for students, 
continue to work on closing achievement gaps, increase equity and equality, and improve 
the quality of instruction in the classroom. Researchers and administrators must continue 
to focus on the teacher – the key variable in the classroom (regardless of high performing 
or low performing) – as professional dispositions are still considered to be one of the 
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Gardner-Webb University IRB 
Informed Consent Form 
 
Title of Study: What Teachers Say vs What They Do: Examining the Relationship of 
Teacher Dispositions and Teacher Behaviors as it Impacts on Learning Environments. 
 
Researcher: Carrie P. McKeown, EDCI 
 
Purpose 
The purpose of the research study is: The purpose of this study is to examine the 
relationship of teacher dispositions and teacher behaviors as it impacts on learning 
environments. This study will explore a secondary school grades six through eight and 
examine teachers within the school who have three consecutive years of high, mid and 
low achieving scores. The researcher will capture the differences in dispositions among 
high, mid and low effective teachers’ achievement scores and observe the correlation for 
what teachers say they believe versus what their actions will reveal in the classroom. 
 
Procedure 
What you will do in the study: 
 The researcher will observe sixth, seventh and eighth grade teachers from Salem 
Middle School. The researcher will use a tool called the Educators Dispositions 
Assessment (EDA). The EDA instrument was designed and developed by educational 
dispositional assessment consultants composed of three research professors from The 
University of Tampa. It is a valid and reliable measure of teacher dispositions and is 
generally used to track and monitor candidate dispositional behaviors as they progress 
through teacher prep programs. The researcher will use the tool with currently practicing 
teachers through multiple measurements using the EDA tool. One way will be through a 
teacher self-assessment, a second will be through an administrator at Salem Middle 
School observation, and the third through the researcher’s observations. The triangulated 
data will be analyzed and correlated with the teachers EVAAS scores. The duration of the 
study will consist of a schools First Quarter Instructional Period.  
 
Time Required 
It is anticipated that the study will require about 40 hours of your time. The participants 
will take a self-assessment with the EDA tool for 10-15 minutes. The assistant principal 
will observe the participants for a total of 10 hours (not consecutively). The researcher 
will observe each participant three times which will need 30 hours to complete over a 
quarters instructional period. The majority of the time required is done through 
observations and does not require the participants to prepare anything.  
 
Voluntary Participation 
Participation in this study is voluntary. You have the right to withdraw from the research 
study at any time without penalty. You also have the right to refuse to answer any 









All information obtained in this study is confidential. The participants will be assigned 
numbers: 1,2,3, or 4 etc. The assigned numbers will be recorded on the self-assessments, 
administrator observations and the researcher’s observations. The name of the school will 
not be mentioned or documented. Participants EOG scores will not be identified by 
participant name.  
 
Data Linked with Identifying Information 
The information that you give in the study will be handled confidentially. Your 
information will be assigned a code number (or pseudonym.) The list connecting your 
name to this code will be kept in a locked file. When the study has been completed and 




The information that you give in the study will be handled confidentially. Your data will 
be anonymous which means that your name will not be collected or linked to the data. 
Because of the nature of the data, it may be possible to deduce your identity; however, 




There are no anticipated risks in this study. If there is a potential risk to the participant, 
describe the risks and what you will do to minimize the risks, as described in your 
Application to Conduct Research. Include all possible physical, psychological, 
professional, or personal risks and/or hazards for the participants. Any risks listed in 
your Application to Conduct Research must be addressed in this section. However, it is 
important not to overstate the risks as well. If arrangements have been made for a 
counselor to be available in the event of participant discomfort, state the following: If, as 
a result of the study, you experience discomfort and would like to discuss your thoughts 
or feelings with a counselor, please contact the following individual for assistance. List 
the name and contact  
 
Benefits 
There are no direct benefits associated with participation in this study. The study may 
help us to bring an awareness of how we can begin to hold educators accountable for 





The Institutional Review Board at Gardner-Webb University has determined that 
participation in this study poses minimal risk to participants.  
 
Payment 
You will receive no payment for participating in the study.  
 
Right to Withdraw From the Study 
You have the right to withdraw from the study at any time without penalty.  
 
How to Withdraw From the Study 
Please modify this section so it accurately describes how to withdraw from the study 
while it is being conducted and how to withdraw after it is completed, where appropriate 
(it may be impossible to withdraw if the data are anonymous).  
● If you want to withdraw from the study, inform the researcher. 
● There is no penalty for withdrawing.  
● If you would like to withdraw after your materials have been submitted, please 
contact Carrie McKeown, cmckeown@wcpss.net, 919-796-3586 
 
If you have questions about the study, contact the following individuals.  
Researcher’s Name: Carrie P. McKeown 
Department: EDCI 
Gardner-Webb University 
Boiling Springs, NC 28017 
Researcher Telephone Number: 919-796-3586 
Researcher Email Address: cmckeown@wcpss.net 
 
Faculty Advisor Name: Kelly Clark, EdD 
Department:EDCI 
Gardner-Webb University  
Boiling Springs, NC 28017 
Faculty Advisor Telephone Number 
Faculty Advisor Email Address 
 
If the research design of the study necessitates that its full scope is not explained 
prior to participation, it will be explained to you after completion of the study. If 
you have concerns about your rights or how you are being treated, or if you have 
questions, want more information, or have suggestions, please contact the IRB 
Institutional Administrator listed below. 
 
Dr. David Granniss 
Chair of IRB 
Garnder-Webb University 

















1. Let’s think a moment of the process of communicating with your students, especially 
when it is effective. Describe the components you include when communicating with 
your students. (Disposition 3: Effective Oral Communication Skills) 
2. There are a variety of opportunities to provide written communication to all 
stakeholders. Explain the elements you incorporate when you communicate in writing. 
(Disposition 4: Effective Written Communication Skills) 
3. Let’s go in-depth into the area of professionalism. (Disposition 7: Professionalism) 
a. Share examples that demonstrate your beliefs about legal and ethical rules 
educators must follow. 
b. Share examples that demonstrate your beliefs about developing and maintaining 
positive relationships with all you come in contact within the school environment. 
c. Share examples that demonstrate your beliefs about active involvement in 
professional organizations, volunteering at functions, and or attending school events.  
4. A positive and enthusiastic attitude was identified 37 times in the written responses. In 
what ways would an observer to your classroom see a positive and enthusiastic attitude? 
What are you doing? What are you saying? (Disposition 5: Positive and enthusiastic 
attitude) 
5. Think about how your students engage in the learning process. In what ways do you 
alter and/or adjust your instruction to meet the needs of all your students? (Disposition 6: 
Preparedness in teaching and learning)  
6. In analyzing your written responses, a majority of you discussed an appreciation of and 




capable and can succeed in their academics, what specific things do you do and/or say to 
support all your students? (Disposition 1: Appreciation of and value for cultural and 
academic diversity) 
7. Let’s discuss what a professional culture looks like. (Disposition 2: Collaborates with 
stakeholders) 
a. Describe an opportunity where each of you collaborated with a colleague.  
b. Focus on an opportunity where each of you had to receive feedback. Describe the 
occurrence and describe your willingness to grow professionally.  
8. Let’s look deeper into the area of self-management. (Disposition 8: Self-regulated 
learner) 
a. Share examples of what you are doing and saying when you manage stress. 
b. Share examples of how you pursue personal and academic goals.  
9. There were strong responses regarding safe and healthy classroom environments. Site 
some specific evidence of how you set the tone in your classroom. What does that look 













Teacher Experiences that changed beliefs and values Situations from experiences that 
influenced or affected beliefs & values 
001 
● Schedules, not enough time to read 
● Not enough time for brain breaks, 
exercise 
● Loss of autonomy of control over 
curriculum 
● Boring topics to teach 
● Racism 
● Social justice and equality 
002 
● Being responsible for whole student 
now, different in the past-content 
and social emotional development 
● Social and emotional coaching 
offering peer mediation and 
“restorative justice” practices 
respond to parent emails about 
social/emotional stressors, and 
host SEL lessons during our 
classroom time-as opposed to 
just teaching content 
003 Unexpected variables such as 
students’ moods, unprepared labs, 
fire drills 
● Other teachers, positively and 
negatively 
004 
● Struggling students who worked 
hard to graduate to next grade level 
● Students who struggled and 
through my work finally 
understand 
005 
● Beliefs from others that students are 
not at the top of the list 
● No common goals to support 
students first 
● Entire schedules and job 
placements revolve around 
pacifying certain teachers in the 
building and not focused for 
the purpose of student success 
● Inappropriate teachers move 
within the building hinder the 
school-to-community 
relationships and trust 
006 
● Testing ● Positive relationships formed 
with my students 
007 
● Students not receiving the help or 
support they need for issues that go 
way beyond the classroom 
● Students with serious mental health 
● Strong family values and 
morals 




issues, or behaviors that are 
dangerous for other kids to be 
around, or experiencing home 
problems that go way beyond what I 
am trained to help them with 
008 
● Most everything one needs to be a 
great teacher is not and cannot be 
taught or learned in college. One 
must get into the profession and be 
able to reflect back; being able to 
accept that though you tried to do 
your best at the time and applied all 
of your skill and knowledge you did 
not fail your former students, but are 
a better teacher for your current 
students 
● Hard work, intrinsic 
motivation, a positive outlook, 
and parent support 
● Pushing expectations and 
challenging students to push 
themselves 
  
